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Foreword

Outshmding Dissertations in Bilingual Education contains summaries of ten dis-

sertations recognized by the National Advisory Council on Bilingual Educa-

tion in 1980. The material presented in this book, marks the second year of

this competition and represents a growing body of diverse scholarship in the

field of bilingual education.

In 1978 Alfredo de los Santos, a member of the National Advisory Council

on Bilingual Education, proposed that the council recognize distinguished

research in bilingual education by sponsoring an Outstanding Dissertations

Competition. De los Santos developed rules and procedures for the com-

petition based on guidelines formulated by other professional organizations

such as the International Reading Association, the Council of Community
College Professors, and the American Psychological Association. Winners

of the 1980 competition were formally announced at the annual meeting of

the National Association for Bilingual Education in Anaheim, California, 16-

24 April 1980.

One of the activities of the National Clearinghouse for Bilingual Education

is to publish documents addressing the specific information needs of the bi-

lingual education community. We are proud to add this distinguished

collection of papers to our growing list of publications. Subsequent Qearing-

house publications will similarly seek to contribute information which can

assist in the education of minority culture and language groups in the United

States.

National Clearinghouse for Bilingual Education

®
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SUMMARY

The major purpose of the study was to determine the degree to which

parent-citizen participation had been achieved in fifteen Texas ESEA Title

VII Advisory Committees. An attempt was made in the research to compare

levels of citizen participation planned by school officials with those ex-

pected by the U.S. Office of Education (USOE) and the federal courts.

Through the application of a five-level typology developed at the Recruit-

ment and Leadership Training Institute (RLTI), it was found that school

authorities would develop low levels of formal participation, e.g., Placation,

Sanctions, Information, employing the RLTI scale, where the pressures from

USOE and the courts were low. An escalation in the administrative plans for

participation was recorded where the level of the participating step en-

visioned by these external political institutions was high, e.g.. Checks and

Balances, according to RLTI. The investigator was able to demonstrate

through the RLTI typology that at no point was a high level of participation

fully accomplished. The study helped to develop an understanding of

Easton's theoretical concepts of support for the authorities and the regime

which affected the propensity of the schools to achieve accountable repre-

sentation toward communities.

STATEMENT OF PURPOSE

An important outcome of the political activity by low-income and minority

citizens during the late 1950s and early 1960s was the enactment of the

Elementary and Secondary Education Act (ESEA) of 1965. Subsequent

amendments to the legislation called for the participation of the community

in programmatic decisions. In keeping with the requirements contained in

the government mandate, citizen advisory committees were installed in

school districts with bilingual programs funded under Title VII of ESEA.

The primary purpose of the study was to provide descriptive data on

the forms and characteristics of parent-citizen participation in ESEA Title

VII programs, with a particular focus on the exertion of citizen power over

program administration vis-a-vis advisory committees. A five-level

typology posited by the Recruitment and Leadership Training Institute

(RLTI) at Temple University was used in the study as the basic analytical

tool for making distinctions among levels of formal participation. RLTI

defined each level of the typology as follows:

1- The Placation [Level]—School officials and school boards allow

community persons and parents to . . . make whatever mini-

mum decisions [are] necessary to keep the noise level down.
The "noise" may be generated from various sources—the

federal government, state level agencies. . .

.

2. The Sanctions [Level]—The major purpose is to find persons, pre-

ferably highly visible to the widest community, who will give

sanction to already established or newly developed school goals.
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The choice of citizens who . . . participate is left solely to . .

.

school officials or board members. . . . Participants are selected

to serve various predetermined ends, in general, to spread the

word of approvcil concerning goals which remain largely shaped

by school officials themselves.

3. The Information [Level]—The major purpose is to bring together a

group of persons who have information which school officials

have decided they need or which they have been directed to

obtain by, e.g., the federal government or their own board.

The. . . school officials maintain control over the choice of per-

sons who will participate .... When programs are involved, the

school officials must locate and bring together persons whom
the programs are designed to serve. It is assumed that the parti-

cipants have information (which the school officials lack in some
measure) about what needs those programs should be designed

to meet, (what) services those programs should offer, and what
features should be avoided.

4. The Checks and Balances (Level

j

—TTie major purpose of this (level)

is to provide citizens or some segment of them with some in-

quiry, veto, and "checkmate" powers. . . . The model neces-

sitates a two-way exchange of information between citizens and

school officials, and citizens must approve or disapprove cer-

tain decisions regarding programs they have been gathered to-

gether to protect and foster in their own interest.

5. The Change-Agenl (Level]— . . . The major purpose is to set in

motion a series of events that will assure that the group, as in-

dividuals and as a collective, and the substance with which they

are dealing, will change over a period of time. The changes must

be goal-oriented in terms developed by the participants. ... In

this model citizens have what might be called "negative power"

[to prevent things] but they also have "forward motion power"
through the new roles they develop.'

A corollary facet of the research included an examination of the ad-

ministrative representational styles of ESEA Title VII project directors, i.e.,

the extent to which the directors were committed to honoring community-

client interests in their professional decisionmaking. Three styles of admin-

istrative representation were defined by Mann:

TTif h-uslee represenlalive persists in following his/her own judgment
even when he/she knows that the action is contrary to the expressed

wishes and interests of the people being represented.

TTif delegate representative believes that he/she has been chosen to reflect

accurately (not to interpret or replace) what the client systems say

they want and need.

The politico representative responds to representational issues on occa-

sions as a delegate and, on other occasions, as a trustee.'
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DEFINITION OF TERMS

For the purposes of the study, the following definitions of terms and con-

cepts were applicable:

• Community client system: Citizens who live and work within the boun-

daries of a school district and are served by that district. Parents of

school children are subsystems of the client system.

• Citizen participation (or involvement): A means whereby a community of

persons plays some active role in governance of their own affairs for

the purpose of assuring a government that is more responsive to their

needs and wishes. Citizen participation mechanisms do not, in terms of

legal sanctions, supplant the established government authority, i.e., the

board of education. Citizen participation may be demonstrated either

through direct input to the educational decisionmaking process or

through representatives.

• E5EA Title VU Advisory Committee: A continuing formal organization of

citizens and professionals mandated by federal law for the purpose of

assisting school officials in decisions related to the development, im-

plementation, and evaluation of Title Vll bilingual education programs.

• School authorities: School district personnel with legal power to create

and/or administer policy decisions. For the purpose of this study, four

major groups of school authorities were considered: members of boards

of education, superintendents, principals, and project directors of bi-

lingual education.

CONCEPTUAL BASE

The concepts of power and decisionmaking which explicitly undergird the

RLTl typology have inspired much of the current research on the politics of

education. According to Rosenthal, politics, power, and decisionmaking are

inextricably related. He further maintains that the investigation of educa-

tional decisionmaking is the means for locating educational power. In this

perspective, power is defined

... as the relative ascendency or predominance of one individual or

group over others, with regard to particular values, resources, or ob-

jectives.^

Easton (in his analysis of political systems) referred to these values as

cultural mechanisms that regulate whether citizens' wants will be converted

into demands in a political system, e.g., the school system." More
specifically, Minar viewed citizen participation as a quality of the political

culture or ethos, ".
. . as emerging in the first instance from the values and

attitudes citizens have concerning how politics ought to be conducted. "*
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This perspective has found support in several studies on school-community

relations.* Ethnicity, sex, and socioeconomic status of a community can in-

fluence the character of community demands made of school authorities

and the way these authorities respond. Similarly, the socioeconomic status

of a community influences its organizational resources and its ability to

mobilize demands.

Easton believes that, in contrast to citizen attitudes toward political

participation, the extent to which governmental structures embrace citizen

participation influences the character and quantity of demands flowing into

the political system.' Racism, paternalism, chauvinism, and resistance by

school officials to power redistribution are cultural mechanisms (as defined

by Easton) that can deter citizen groups from genuine participation.

Political scientists have defined politics as "the struggle of men and

groups to secure the authoritative support of government for their values."*

In the same vein, Garcfa persuasively argues that

groups and organizations, constructed along economic, social, oc-

cupational, religious, and cultural lines, are the primary actors in the

U.S. political system.'

This contemporary view of politics has helped to provide a more realistic

approach to the study of political influences in education. Studies on the

policy-making structures of educational systems may thus consider ques-

tions that could not be analyzed usefully with conventional concepts of

politics, i.e., partisanship and elections.

RESEARCH PROCEDURES

Fifteen ESEA Title VII Advisory Committees in Texas public schools were

scrutinized to determine the extent and significance of community client

participation in programmatic decisionmaking. (See Table 1 for descriptive

characteristics of study sample school districts.) A self-selected sample of

twenty-eight school districts originally identified for the study was further

reduced to the aforementioned fifteen districts in an attempt to generate a

sample which would closely resemble the larger aggregate of Texas Title

VII Advisory Committees (n=42). The fifteen study sample committees

were compared with the state population of committees on three important

characteristics: ethnicity of committee members; type of committee

membership, e.g., parent/nonparent characteristic of members, and sex.

The exploratory nature of the investigation necessitated a data-collec-

tion plan that was structured enough to direct the study toward its goals but

flexible enough to allow for the inclusion of other pertinent data. To meet

these specifications, four data-collection techniques were employed as part

of a convergence of evidence strategy; i.e., confidence was placed in those

findings which were identified in two or more data sources. The data-
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collection instruments used in the study were tested for content validity and

reliability and found to be adequate for the purpose of the study. The
acquisition of the relevant data was accomplished through a two-phase

design.

Phase I data were obtained directly from members of study sample

committees (n=263) through a mail survey conducted during the spring

semester of the 1976-77 school year. Based on a 46.7 percent average return

rate from each study sample district, the fifteen Title VII committees were

classified in relation to the five levels of citizen participation described by

RLTI.

Phase II data were acquired through a review of records of Title VII

programs in the study, e.g., federal proposals, interim and final evaluation

reports, and onsite interviews with the Title VII project directors and

randomly selected committee members. Materials examined as part of the

records review process covered eight years. A total of sixty committee

members (an average of four members per district) and thirteen project

directors were interviewed during the onsite visitations. The interview

Table 1

Descriptive Characteristics of Study Sample

Title VII Programs and Committees
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survey of committee members yielded an 80 percent response rate as

seventy-five members were originally scheduled for this part of the study.

Two of the fifteen Title VII project directors were not available for inter-

view, having resigned their position with the district.

Phase II of the study had a two-fold purpose: (1) to verify the accuracy

of data collected in Phase I, and (2) to acquire other data relevant to the

problem of the study that were not included in the preliminary phase of the

investigation.

AN ANALYSIS OF THE FEDERAL REQUIREMENTS
FOR CITIZEN PARTICIPATION IN ESEA TITLE VII PROGRAMS

Before discussing the findings of the study and, in particular, the way ad-

ministrators put the concept of citizen participation delineated in the ESEA

Title VII legislation into operation, it is important to understand the objec-

tives of the legislation. Once this conceptual background and political con-

text are known, it becomes easier to understand how and why local ad-

ministrators acted as they did.

In this preliminary facet of the research, it was found that the evolu-

tion of formal citizen participation in the Title VII programs could be con-

ceptualized as having occurred in three major stages in accordance with the

RLTI typology: Placation/Sanctions, Information, and Checks and Balances.

(See Figure 1.) It should be recalled that much of the original social and

education legislation enacted during the 1960s coincided with the larger

emphasis on poverty and civil rights—two issues that were particularly

popular during President Johnson's administration. Consequently, citizen

participation as it evolved in the federal programs of the 1960s was seen "as

merely one aspect of the broader need for improving the livelihood of

. . . the poor, the less educated, and racial and ethnic minorities."'" More

ominously, these "culturally disadvantaged" groups were viewed by the

early program planners as individuals with little education and few skills,

who presumably had little to offer their children. As for the children,

they were ".
. . lacking motivation for school and were products of limited

backgrounds.""

Implicit in the early attempts to involve "have-not" Chicanos, Blacks,

Puerto Ricans, and other disenfranchised U.S. minorities was not the in-

tent to enable people to participate in planning or conducting programs,

"but to enable power holders to educate or cure the participants."'* A state-

ment contained in the "Metropolis Public Schools' " (a pseudonym for the

school district) 1968 Title 1 proposal epitomized this "therapeutic" involve-

ment of the poor:

... it is hoped that (the parent involvement program] may instill in

parents a more positive attitude toward education and evoke in them

a healthy and worthwhile attitude toward increased motivation, help,

interest, attention, and supervision of children.'^
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Inasmuch as the original federal regulations for parental involvement

issued by the newly formed division of bilingual education in 1968 called

for the installation of advisory committees in school districts with Title VII

programs, at the heart of these directives was an interest to promote a com-

pensatory model of education (as described in the "Metropolis Schools'

"

Title 1 proposal). It should also be mentioned that, while the advocacy

efforts of bilingual education proponents for significant levels of

community involvement during the early years of the Title VII legislation

were laudable, the drive during the 1960s to eliminate poverty prevailed in

shaping the goals and objectives of programs designed for the so-called dis-

advantaged citizenry. Also noteworthy was that the requirements for com-

munity involvement lacked a solid legal base, since this activity was not

initially mandated by federal law. Rather, these requirements were con-

tained within the government directives and guidelines issued by USOE for

the operation of federally funded programs. This apparent impotence of

federal legislation combined with the strong antipoverty sentiment of the

country suggests that Title VII program officials may have tacitly expected a

compensatory mode of community activity in bilingual programs. Osten-

sibly, involvement of parents in decision making was not necessarily a

government priority in the early bilingual programs, which suggests the

Placation or Sanctions level of participation.

In the April 1971 guidelines for Title VII, school authorities were re-

quired to consult with parents and other community members in planning

the bilingual program. For example, it was stated in these guidelines that

needs cannot be adequately assessed without consultation with the

parents and community representatives, the people who have "been

there" and who live with first-hand knowledge of their children's

problems in an English-speaking environment. Nor can long-range

Figure 1

Stages of Citizen Participation Based on Administrative Regulations

and Guidelines for ESEA Title VII Programs Between 1968 and 1978

as Defined in the RLTI Typology

STAGE STAGE STAGE
1968 1 1971 II 1974 III 1978

- Placation/Sanctions - Information Checks and Balances-

Authority: P.L. 90-247 Authority: P.L. 91-230 Authority: P.L. 93-380*

'Requirements for community involvement were not officially mandated by the U.S. Con-
gress until 1974, through P.L. 93-380. Previous directives for formal participation issued by
USOE through its administrative regulations and guidelines did not carry the power of law.
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goals be postulated without the knowledge of parents' aspirations for

their children. Without the active support of the parents and the

community, the goals will be inadequately achieved and plans will

contain hidden pitfalls.'*

it appears, therefore, that an escalation in the level of community

participation in bilingual programs was envisioned by USOE in comparison

to earlier requirements. The new posture by USOE suggests that com-

munity advisory committees were expected to function in accordance with

the Information participatory model described by RLTI. The same guide-

lines also placed emphasis on involvement which reflected and strengthened

parent and community support for bilingual education.

Public Law 93-380, passed by the U.S. Congress in 1974, suggested an

increased level of participation by community clients in bilingual education.

Inasmuch as this law and the subsequent regulations issued by USOE mildly

encouraged parent-citizen participation in many roles, e.g., as paid para-

professional and volunteer aide, government officials emphasized parent-

citizen involvement in decisionmaking. Prompted by a major interest at the

federal level "to combat the ills of overly centralized decision making,""

USOE, through the authorization contained in P.L. 93-380, issued regula-

tions that required school districts applying for ESEA funds (including Title

VII) to "establish an advisory committee for the entire district." In addition,

the mandate required that these committees

—

a. (have as] a majority of its [committee] members parents of children to

be served [by the federal program];

b. [be] composed of members selected by parents in each school district;

c. [be] given responsibility by [the district], for advising it in the planning

for, and the implementation and evaluation of, such programs and

projects. .

.

d. [be] provided by such agency [the district] with access to appropriate

information concerning such programs. . .

.'*

School officials were further obligated to hold public hearings on ap-

plications for federal assistance prior to their submission to USOE. Funds

were made available for parent-clients to attend national, state, and local

workshops and conferences. It was apparently felt that community impact

on decisions would be strengthened if community members were properly

informed of the nature of federally funded programs and related require-

ments governing their operation.

The amended requirements for ESEA programs, including Title VII,

broadened the concept of community participation to bring it closer to in-

volvement strategies found in Head Start, Model Cities, and other federal

programs. The new posture assumed by the U.S. Congress in 1974 through

P.L. 93-380 reflected the government's interest to endow citizens with
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power over federally funded programs. While the advisory relationship to

administrators described in the 1974 government mandate displayed

features of token community representation, it was, nevertheless, much
more specific in the expectations and standards it placed on local admin-

istrators for compliance. This change in legislative policy further suggests

that government officials may have envisioned participation of community

groups in ESEA programs in accordance with the Checks and Balances role

model defined by RLTI.

SALIENT FINDINGS OF THE RESEARCH

The foregoing discussion provides a backdrop for understanding the actions

of school administrators toward formal participation as analyzed in this

section. Salient findings of the research are presented here in relation to the

three RLTI stages of citizen participation suggested in federal guidelines and

regulations for Title VII since the implementation of the original legislation

in 1969. (See Figure 1.)

Beginning with the first federal proposals filed by school districts in

1969, local program planners were required to specify how parent and com-

munity involvement would be achieved in Title Vll programs. In a review

of the early proposals for the study sample's bilingual programs which were

funded under the 1969 ESEA Title Vll legislation (n=6), it was suggested

that school district officials may have seen community involvement in a

limited way. There appeared to be little demonstrable community involve-

ment in existing bilingual programs—evidence of citizen participation was

primarily limited to a display of lists of community "representatives" attend-

ing bilingual program meetings called by school officials. These meetings

were generally held to inform the community of the bilingual program.

Although these data are sketchy, the evidence does tend to suggest that the

local district plans for formal participation in the early Title Vll programs

were in conformity with federal expectations, i.e., Placation/Sanctions level

of citizen participation as defined by RLTI.

The extent to which community involvement in bilingual programs was

achieved, pursuant to the requirements issued by USOE in 1971, is not

altogether clear as data sources other than written records, e.g., interview

data with personnel serving in the Title Vll programs during the period,

would have helped to provide more descriptive data of actual participation.

Through application of the RLTI typology, fluctuations in citizen participa-

tion were recorded, however, in districts with court-ordered desegregation

plans. Five urban districts with desegregation programs mandated by the

courts during the years 1971-1974 were identified in the study. These dis-

trict plans also included provisions for bilingual education. In connection

with these programs of desegregation, federal funds were made available to

the five urban districts under the Emergency School Assistance Act (ESAA)

to support administrative efforts in implementing desegregation plans



12 / Rodriguez ^

including bilingual education. Like ESEA Title VII, ESAA required com-

munity involvement in program development and implementation. The

intensity of the combined pressures of ESEA, ESAA, and the federal courts

for meaningful levels of community involvement was clearly evident in the

evaluation reports of the study sample districts affected by desegregation.

The evaluation reports for a district in east Texas revealed evidence that

community client members of ESEA-ESAA Bilingual Advisory Com-
mittees were "actively" involved in determining school assignments of

Chicano and Black children for purposes of desegregation. In a north-central

Texas school district, members of a Bilingual Advisory Committee were

selected to serve on a "Tri-Ethnic" Committee appointed by the federal

district court to assist in drawing up the desegregation plan for the school

system. Another committee of a district affected by court-ordered de-

segregation assisted in determining the eligibility of schools for bilingual

education programs.

The above descriptive data suggest that the level of citizen participation

planned by local district officials may have escalated to the Information or

Checks and Balances level according to the RLTI typology. It is strongly

indicated, furthermore, that administrative officials may have scaled up their

plans for citizen participation to comply with the participatory step en-

visioned by both the courts and USOE.

As the major thrust of the present study was to review the Title VII

committees operating during the 1976-77 school year, a more precise

assessment of the participatory levels of these groups was possible due to

the comprehensive nature of the data-collection design. As previously

indicated, the legal base for these committees was contained in P.L. 93-380

as enacted by the U.S. Congress in 1974. According to Phase I and II study

findings, four school districts had committees operating at the Placation

level; five districts, at the Sanctions level; and six districts, at the Information

level. (See Table 1.) At the time of the present investigation no com-

mittees were functioning at the level intended by the 1974 federal law, i.e.,

Checks and Balances as categorized by RLTI.

Typically, members of the Title VII committees in the study sample

were of Mexican American origin, female, and parent of a child in bilingual

education. (Other descriptive characteristics of the study sample are shown

in Table 1.) Furthermore, the level of responsibility considered appropriate

for parent-clients in the study sample programs, including the mechanisms

established by school officials for participation, did suggest basic differences

in the philosophies under which the various programs operated. It was

found, for example, that Title VII programs with Placation or Sanctions type

committees tended to emphasize community involvement activities that

would help the community client assimilate new knowledge and attitudes.

This involvement of minority group communities was demonstrated in a

statement filed by School District C as part of their 1976 interim evaluation

report;
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While the efforts of this group (volunteer parent aides) are highly

appreciated, they do need definite training in lettering, coloring,

operating the duplicating and laminating machines and on tech-

niques on how to work with children. In an effort to solve this, the

bilingual -bicultural professional staff plans to help these volunteers

improve their skills, techniques and self-confidence.

In District B's Title VII proposal it was reported that

. . . the bilingual program seeks to develop parents to the end that

they become better parents, effective teachers of their own children,

and supportive resources of the school.

The foregoing objectives for client involvement affected the types of

parental roles encouraged by school officials, including the degree of parti-

cipation elicited. For example, when asked in the Phase II interview, "What,

in your opinion, is the most important contribution your committee has

made to the bilingual program?" typical responses from citizen members of

the Placation and Sanctions level committees were:

1. Judging a Holiday Spirit Contest

2. Making Christmas decorations

3. Trying to help children get home assistance

4. Assisting in the classroom.

It was suggested, therefore, that the function of the advisory com-

mittees classified as Placation and Sanctions was not to advise on the direc-

tion of the bilingual program per se. The focus was on improving or changing

parent behavior. Moreover, the extent to which the community resources

were to play a role in the schools was not the prerogative of parent-clients;

this was decided by the professionals. This suggests that as formal mecha-

nisms for citizen involvement, Placation and Sanctions type committees

were amenable to control by administrators.

Compliance with the community involvement requirements contained

in P.L. 93-380 was most nearly achieved by school districts with Information

type committees. Citizen participation activities originating from the Infor-

mation model tended not to assume deficiencies on the part of the

community clients constituting the target population of Title VII programs.

It was believed, rather, that culturally different clients possessed special

knowledge and skills which could effectively be used in the development of

the bilingual program. For instance, when asked, "What, in your opinion, is

the most important contribution your committee has made to the bilingual

program?" a District L committee member remarked:

One thing that has come about because of a committee suggestion is

La Feria Estudiantil (the Student Fair), which will be completely bi-

lingual next year. It will involve spelling, art, and music and it will be
district-wide.



14 / Rodriguez

Another member oi the same committee, who taught in the bilingual

program, discussed the work of the parents in evaluating Spanish language

materials for relevancy of vocabulary to the local community.

In School Districts J, K, N, and O, community rooms having names of

special cultural appeal, e.g.. El Quiosco and Casa Amigo, were designated in

school buildings as a meeting place for parent-clients. These community

rooms also served as a work area for parents to make piriatas, cultural

costumes for the children, and teaching aids for the classroom.

At this third level of client participation it appears that program

planners did listen to citizen insights and altered their plans accordingly—
which, according to RLTI, is the primary merit of the Information role

model. Moreover, the results of promotional efforts by the advisory com-

mittees, including staff members of the bilingual program, were especially

noticeable among all Information level projects as illustrated below. The

following are selected comments (from the interview survey) by parents

and bilingual program personnel in School districts J, L, M, and O:

The advisory committee has brought a much greater knowledge [to

the general community] of the bilingual program, the workings of it,

and its goals and objectives.

I have said before, but this bears repeating— I consider bilingual

education to be an elite part of public education.

Two years ago people did not know why children were learning

Spanish. The council helped in spreading the word.

In sum, it can be noted from the preceding discussion that as federal

mandates increased the demands for meaningful participation, school dis-

tricts became less and less willing to write these mandates into their plan.

This was especially evident in districts with Placation and Sanctions type

committees. It is further apparent that school authorities tended to resist im-

plementation of the formal plans for citizen participation unless external

political pressures were sufficiently strong to alter or overcome bureau-

cratic objections or delays. The pressure exerted by the courts and USOE
for a greater degree of formal participation— in connection with issues of

desegregation, for example—effected a higher state of citizen involvement

according to the RLTI typology. A correspondence is suggested, therefore,

between the formal participatory role planned by local school authorities

and what they were forced to do by outside pressures. The greater the

pressure, the higher the levels of participation planned. Based on this

rationale, it can be argued that a decrease in the intensity of pressure from

USOE and the courts could have resulted in the scaling down of formal

participatory plans by school officials. Consequently, by 1976 four of the

five districts affected by the desegregation mandate (initially ordered by the

courts in 1971-72) were operating their committees at the Information level.
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One district had scaled down its participatory plans to the Sanctions level.

These data further suggest that school authorities may have been ignoring

or minimizing their school-community relations program in favor of

relationships with broader constituencies, i.e., the federal government.

A corollary facet of the inquiry included an examination of the admin-

istrative representational style of ESEA Title VII directors, i.e., the extent to

which these administrators were committed to honoring expressed com-

munity interests in their professional decisionmaking activity. In this regard.

Title VII directors were expected by federal regulations to represent the

community in a responsive manner. Initial interview data acquired from the

directors with the three types of RLTI committees tend to bear out this ex-

pectation. These data indicate that the directors in the study sample were

receptive to community input in administrative matters and were willing to

implement community requests for changes in the bilingual program. In

accordance with Mann's three -level interpretation of administrative repre-

sentation (see page 4), the representational role orientation of the ESEA
Title VII directors appears, at first glance, to be consistent with the primary

characterization of the delegate representative. Further probing in the inter-

views, combined with data acquired in the records review and interviews

with community members, suggests that the directors were relatively

powerless in dealing with the community, despite their claim to having a

great deal of authority over community matters related to the bilingual pro-

gram.

In a school district in central Texas, for example, the project director

talked about the "ingenious protections in his programs against militants."

According to the director, these provisions had been built into the bilingual

program by the area superintendents who wanted the bilingual committee

to be composed of citizens supportive of the school programs. Further

probing in the interview prompted information from the director which

suggested that school administrators were fearful that members of a so<aIled

militant community organization might "infiltrate" the schools. This com-

munity group, consisting mainly of Chicanos, had achieved a negative

reputation among both city government and school officials for their un-

conventional pressure-type politics. School officials had expertly devised a

checks and balances system in the selection of candidates for the advisory

committee involving the building principals, the project directors, and

finally, the area superintendents. The director whose committee type was

classified as Information confided that:

Advisory committees will never be effective in any school program

unless they become autonomous. As long as the school district

controls their composition and functions, they will never be

autonomous.

The data thus suggest that despite a basic inclination among the Title

VII project directors to honor community interests in their decisionmaking
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activity, and possible variations in their representational role orientations,

control by their administrative superiors prevented them from adequately

responding to community interests. A second factor which prevented effec-

tive administrative representation of community interests was the socio-

economic background of the communities served by the Title VII programs.

In three rural school districts, the project directors complained of the poor

attendance or inactivity of low-income parent-clients in Title VII committee

meetings. In these districts, the project directors had no choice but to use

their own ideas about community needs and interests in programmatic deci-

sions. Hence, the Title VII directors reluctantly assumed a trustee repre-

sentational role according to Mann's definition.

The data indicate, therefore, that the extent to which project directors

came to accept a formal role of communities in the decisionmaking process

was relatively limited; especially in Placation and Sanctions type programs.

Data in the exploratory study do not make it altogether clear why adminis-

trative officials in study sample districts tended to regulate the community

activities of Title VII project directors. It can only be speculated that it was

not in the best interest of the administration to encourage too strong an

accountability relationship between the director and the community, since

this could reduce the project director's accountability to the administration

itself. It is further possible to argue that school officials viewed communi-

ties engaged in meaningful participatory activities as a threat to the profes-

sional control of the schools. In the final analysis, it is suggested that the con-

servative posture of school administrators may have posed a crucial barrier

to Title VII advisory committees achieving the participatory level en-

visioned by federal officials in the 1974 ESEA mandate, i.e.. Checks and

Balances, employing RLTI typology.

DISCUSSION OF FINDINGS
IN RELATION TO EASTONIAN THEORY

The conceptual framework that was used to integrate the study data was

Easton's political system analysis. According to Easton, a basic characteristic

of a political system is its openness, that is, its responsiveness to conditions

existing in its environment which have been converted to political demands

by members within the system.

Thus, phenomena, both physical and social, that occur outside the

boundaries of a political system may play ... a crucial role in in-

fluencing the manner of interaction within the system and the con-

sequent outputs."

Findings in the research study tend to support this basic characteriza-

tion of Easton's model. It was found, for example, that factors such as federal

court decisions and grants-in-aid programs, e.g., ESEA and ESAA, yield
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important inputs affecting local district policies (or outputs). Some of the

most obvious system changes resulting from the influence of these outside

forces, as shown in the research study, include a new awareness of the needs

of linguistically and culturally different children and the implementation of

appropriate programs, i.e., bilingual education, to meet their educational

needs. Of special interest to the study is the effect of federal requirements

on the formation of advisory committees consisting largely of individuals

who traditionally have been denied meaningful access to decisionmaking

processes in education, i.e., the poor and culturally different.

A key question emerging from the investigation is why the stress or

environmental pressure placed on school systems with Title VII programs

through P.L. 93-380 did not result in a high degree of citizen participation,

i.e.. Checks and Balances level as envisioned by federal officials. This level

was temporarily accomplished only when pressure from USOE was com-

bined with court-mandated requirements for citizen participation in con-

junction with school desegregation policies. School authorities were not in-

clined to raise the level of citizen participation merely because of the

pressure they felt from the ESEA Title VII mandate. They altered their be-

havior only after they were subjected to pressures from the courts and the

combined Title VII and ESAA mandates for citizen participation. In view of

this finding, one is forced to focus on the character of the stress, which was in-

fluenced in Easton's parlance by two factors: the support system for the

authorities and the support system for the regime. Borrowing from similar

findings by Cibulka,

this distinction between the character of stress and its intensity is

significant because it helps us understand the support structures . .

.

support for the authorities and for the regime . . . which affected the

propensity of the [school] system to achieve accountability repre-

sentation toward local communities."

The study tends to reaffirm the traditional norm of separation of ed-

ucation and politics espoused by conservative educators. School authorities

in study sample districts manifested a proclivity for autonomy and insula-

tion from public pressures. As a result, decisionmaking processess in school

systems seemed relatively closed to influence from the community.

The political culture (see page 5 for Minar's definition) of community

members in the study did not appear to pose a major challenge to the pro-

fessional autonomy sought by school officials. There were data to suggest

that citizens favored the use of persuasive deliberations in the articulation of

demands, rather than use of conflict techniques. Generally, clients demon-

strated their influence by working cooperatively with professionals, e.g., the

Title VII project directors and their staff, who, for the most part, shared a

common ethnic background, philosophy, and priorities with the com-

munity.
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RECOMMENDATIONS

The research was built on the assumption that increased power for citizens

in the governance of the schools can help create more effective, responsive

schools. In view of this consideration, an overriding recommendation of the

study is that objectives for community involvement programs in Title VII

programs recognize that parent-clients have special knowledge of their

children's cultural and academic needs. In this way, citizens advisory com-

mittees can be seen as a means for creating meaningful changes or improve-

ments in school programs designed particularly for linguistically and cul-

turally different learners. Findings in the study regarding programs with in-

formation level committees tend to support this recommendation.

There is little evidence in the research data which indicates that

attempts were being made by school districts to train community people to

be effective collaborators in educational decisionmaking. Therefore, it is

recommended that training programs, such as the one developed by the

Leadership Training Institute of the Urban/Rural School Development

Project, be implemented in school districts interested in involving com-

munity groups in programmatic decisionmaking. This training program in-

volves both professional educators and lay citizens in the process. In general

terms, the Leadership Training Institute's Program

. . . utilizes the educational resources available in both the school and

the community. . . . The total training package includes activities that

help professional staff members and community people develop

techniques designed ... to translate the local situation into educa-

tionally relevant programs, i.e.. Black studies, Indian education, bi-

cultural education."

Further research that employs the RLTI typology is recommended. The
investigation suggests that the typology can serve as a viable analytical tool

for assessing levels of citizen participation in education programs. It is there-

fore recommended that a comparative study be conducted of citizen parti-

cipation in programs funded by the federal government, e.g., ESEA Title 1,

Head Start ESAA, Follow Through. This study should be designed to

analyze relationships between advisory committees operating at the various

levels of the RLTI typology and their subsequent impact on the quality of

programs. Attitudinal surveys should be employed to determine the in-

fluence of differentiated levels of participation on the behavior of the lay

participants, i.e., to what extent participation in advisory committees

reduces feelings of powerlessness or alienation among low-income and

minority clients. Such a study might also examine particular cultural orienta-

tions of minority group citizens and the extent to which these orientations

influence the political participation of this group. There are a number of

threads running through the data which suggest that the sociocultural ex-
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perience of Mexican Americans can influence the character of their political

participation.

Finally, since the concept of administrative representation has been ap-

plied on a very limited basis to educational administration, more research is

needed in order to make it a useful analytical tool for practicing administra-

tors. It is recommended, moreover, that the proposed study be conducted

across various school systems or federally funded programs. A research

focus on the similarities and differences of representational styles of

minority and majority group administrators would yield data which could

improve the training of administrators for multicultural communities.

CONCLUSION

The exploratory study data presented in this paper may be assessed on the

basis of the degree to which the study sample is representative of the larger

aggregate of Texas Title VII advisory committees. In this regard, it should be

emphasized that a special effort was made to maximize the comparability

level of the study sample to the general population of Texas committees. As

previously indicated, three characteristics—ethnicity, sex, and parent/non-

parent committee membership—were selected as the basis for this compara-

tive analysis. These three characteristics were chosen because of their parti-

cular importance and relevance to the study of parent and community parti-

cipation in programmatic decisionmaking. In judging the applicability of the

study results to states outside Texas, one should exercise caution. In this

respect, there seemed to be a number of characteristics in the Title Vll pro-

grams and advisory committees in the sample, e.g., funding level and socio-

economic characteristics of the community, which might also be operative

in similar programs and committees in other states.

While there are some inherent limitations to the study primarily be-

cause of its exploratory design, it supports the value and utility of theoreti-

cal application to data acquisition and analyses. Easton's analysis of political

systems, with its sensitivity to the interactions of political systems with the

environment, was especially useful in the analyses and organization of the

study data. For this writer, as for Wirt and Kirst,

the utility of systems theory is that of all heuristic schemes— it

enables us at least to order existing knowledge or hunches and there-

by to determine what portions of the scheme are clearly untenable,

which ones have at least some support, and which need to be further

studied.^"

The increasing trend toward citizen participation in governmental

programs presents a need for research tools that are capable of assessing the

extent and significance of this activity. The RLTI typology, which focuses

on the power relationships between citizens and authorities, may prove

useful in this assessment process.



20 / Rodriguez

NOTES

1. Recruitment and Leadership Training Institute, Community Parity in

Federally Funded Programs, a report prepared for the U.S. Office of Educa-

tion National Center for the Improvement of Educational Systems

(Philadelphia, Pa.: Temple University, 1971).

2. Dale Mann, Tlie Politics of Administrative Representation (Lexington, Mass.:

Lexington Books, 1976).

3. Alan Rosenthal, Introduction to Governing Education: A Reader on Politics,

Power, and Public School Policy, ed. Alan Rosenthal (Garden City, N.Y.:

Anchor Books, 1969), p. x.

4. David Easton, A Systems Analysis of Political Life (New York, N.Y.: John

Wiley and Sons, Inc., 1965), p. 86. Easton defines citizen wants as ex-

pressions of interests, opinions, expectations, and preferences. Demands

are wants that constituent groups, e.g., community clients and the

federal government, express toward administrators for authoritative

action.

5. David W. Minar, The Community Basis of Conflict in School System

Politics," American Sociological Review 31 (December 1966), pp. 9822-34.

6. For example, see Robert K. Yin et al.. Citizen Organizations: Increasing Client

Control over Services (Santa Monica, Calif.: Rand Corporation, 1973).

7. Easton, op. cit.

8. Frederick M. Wirt and Michael W. Kirst, Political and Social Foundations of

Education (Berkeley, Calif.: McCutchan Publishing Corp., 1975).

9. F. Chris Garcfa, "Politics and Multicultural Education Do Mix." Journal of

Teacher Education 28 (May-June 1977), p. 25.

10. Yin, op. cit., p. 101.

11. Ibid.

12. Sherry R. Arnstein, "A Ladder of Citizen Participation," American In-

stitute of Planners Journal 25 Guly 1969).

13. James G. Cibulka, "Administrators as Representatives: The Role of

Local Communities in Urban School Systems" (unpublished doctoral

dissertation. University of Chicago, 1973), p. 212.

14. U.S. Department of Health, Education, and Welfare, Programs under

Bilingual Education Act (Title VII, ESEA) Manual for Project Applicants and

Grantees (Washington, D.C.: Government Printing Office, 1971), p. 1.

15. Yin, op. cit.

16. U.S. Congress, Public Law 93-380, 93rd Congress, H.R. 69, 21 August

1974 (Washington, D.C.: Government Printing Office, 1974), p. 14.

17. Easton, op. cit., p. 102.



r

m Rodnguez / 21

18. Cibulka, op. cit., p. 198. Support for the regime focuses on the roles,

offices, norms, and rules which govern the authorities.

19. James V. Terry and Robert D. Hess, Vu Urhan/Rural School Development

Program: An Examination of a Federal Model for Achieving Parity Between

Schools and Communities (Stanford, Calif.: Stanford University, 1975), pp.
52-54.

20. Wirt and Kirst, op. cit.





The Construction and Validation of

the Listening and Reading Components
of the English as a Second Language

Assessment Battery

Maria Lombardo

Second Place, Outstanding Dissertations

National Advisory Council on Bilingual Education

Degree conferred September 1979

Boston University School of Education

Boston, Massachusetts

Dissertation Committee:

Marfa Estela Brisk, Chair

Thomas E. Culliton

Louis Aikman

Roselmina Indrisano

Celeste E. Freytes

23



"The Construction and Validation of the Listening and Reading Com-
ponents of the 'English as a Second Language Assessment Battery' " by

Marfa Lombardo has appeared in part in Research Notes of the TE50L
Quarterly, Vol. 14, No. 2 (June 1980), copyrighted 1980 by Teachers of

English to Speakers of Other Languages. This material is used by permission.

About the Author

Dr. Marfa Lombardo is Assistant Professor in the Department of Reading

and Language at Boston University, and Language Assessment Coordinator/

Field Application Specialist at the Bilingual Resource Training Center there.

She has published and presented numerous papers on developing language

assessment procedures and on language, cognitive, and reading develop-

ment among various bilingual groups in native and second language

settings. Her other professional activities include developing and organizing

minicourses, workshops, and technical assistance for bilingual and English as

a second language teachers on such topics as assessment procedures, legisla-

tion, and instruction in first and second language reading; and teaching

university courses on diagnosing abilities and achievements of bilingual

students and on bilingual and Italian reading.

®
24



SUMMARY

This study was intended to provide bilingual classroom teachers with an

effective, criterion-referenced instrument, the English as a Second Language

Assessment Battery (ESLAB), for assessing the receptive (listening and

reading) and the expressive (speaking and writing) language areas of

secondary limited-English-speaking students. The battery consists of an

Oral Screening Test, Oral Competency Test, Aural Comprehension Test,

Structural Competency Test, Informal Reading Inventory (IRl), and Writing

Sample. To validate the battery and ascertain its statistical stability three

teacher training workshops were conducted, then a sample of fifty-nine

Hispanic inner city secondary students (twenty-five boys and thirty-four

girls aged twelve to sixteen) was tested. From the results, test items were

analyzed and revised. Validity of the tests was determined by having lan-

guage and reading experts examine and evaluate the tests and by comparing

the tests' results with students' English as a Second Language (ESL) grades,

performance on other standardized tests, and teacher estimates. Overall, the

tests seemed to be accurate predictors of how students would perform in

ESL and reading classes. Reliability, determined through statistical analysis,

showed the ESLAB to be dependable in that the instrument would produce

similar results were it to be administered time and time again. Test results

also indicated interrelationships within and between the receptive and ex-

pressive language areas.

STATEMENT OF THE PROBLEM

In bilingual education a major concern is that of assessing the English lan-

guage proficiency of the secondary bilingual students once they are identi-

fied as having limited English proficiency under Title VII or according to the

Lau Categories. The latter place students in the following classifications:

1. Monolingual speakers of the language other than English (speaks the

language other than English exclusively)

2. Predominantly speaks the language other than English (speaks mostly

the language other than English, but speaks some English)

3. Bilingual (speaks both the language other than English and English with

equal ease)

4. Predominantly speaks English (speaks mostly English, but some lan-

guage other than English)

5. Monolingual speaker of English (speaks English exclusively).

(U.S. Office of Civil Rights: Task Force Findings, 1975, p. 2)

Diagnosis of language proficiency, essential in grouping secondary

25
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limited-English-speaking students for instruction in bilingual programs, has

been problematic for four reasons:

1. Inconsistent identification of specific language proficiency skills for

functioning in a unilingual or bilingual classroom (Cummins, 1979)

2. Nonspecification of proven reliable and valid norm- or criterion-

referenced tests that measure linguistic competencies of secondary bi-

lingual students in the native language (L,) and second language (Lj)

(Silverman, Noa, and Russell, 1977)

3. Limited availability of criteria for grouping bilingual students for ESL

and reading instruction

4. Lack of evidence as to interrelationships among listening, speaking,

reading, and writing as these areas relate to secondary bilingual

students.

PURPOSE OF THE STUDY

To address these pedagogical concerns, the intent of this research was to

construct and validate an effective, reliable criterion-referenced instrument,

the English as a Second Language Assessment Battery (ESLAB), for assessing

the receptive (listening and reading) and the expressive (speaking and

writing) language areas of students learning English as a Second Language

(ESL) in bilingual education programs. The validation of the ESLAB was

divided into the review of the Receptive and Expressive Language Areas

based on the facts that individuals acquire competence before performance

and that the Receptive Area precedes the Expressive Area in the acquisition

of language (Horowitz and Berkowitz, 1967; Chastain, 1976; Marshall and

Clock, 1978). This study focused on the construction and examination of the

Receptive Area, which included the Aural Comprehension Test, the Struc-

tural Competency Test, and the Informal Reading Inventory. It established

the reliability and validity of these test components and assessed their value

as potential instruments for grouping bilingual students in ESL and reading

classes. Additionally, results from the Oral Screening Test, the Oral Com-
petency Test, the Dictation Exercise, and the Writing Sample were analyzed

to note interrelationships between the receptive and expressive language

areas.

DEFINITION OF TERMS

For purposes of this study the following terminology is used:

• Aural Comprehension: The student's listening functional reading level.

• Bilin^^ual: A person who is in a two -language environment, regardless of
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how little he or she can communicate in the second language (Zintz,

1975, p. 428).

Bilingual Education: A program utilizing the student's native language for

developing skills and concepts according to his or her age level, while

also teaching English skills.

Bilingual Student:

1. A pupil of a non-English-speaking background who has been classi-

fied according to the Lau categories as eligible for bilingual educa-

tion.

2. A pupil in a bilingual education program.

Domain: A cluster of social situations which are typically constrained by

a common set of behavioral rules (Fishman, 1972).

Home Language: The language used in the home.

Language: A highly complex system of conventional oral symbols by

means of which members of a community interact for the purpose of

communication (Silverman, Noa, and Russell, 1977, pp. 17-18).

Language Different: A student whose language is other than English.

Language Proficiency: The degree to which an individual demonstrates his

or her linguistic competence in a language, regardless of how that lan-

guage may have been acquired (Jones and Spolsky, 1975, p. 2)

Language Dominance:

1. The primary language in which a child interacts most often; the lan-

guage used in the home (U.S. Office of Civil Rights: Task Force

Findings, 1975).

2. The comparison of skills in two or more languages (Zirkel, 1976,

pp. 323-30).

English-Speaking: A student whose home language is English.

Native Language: The language that a person acquires in early years and

that normally becomes his or her natural instrument of thought and

communication.

Non-English Speaker: A student whose home language is other than

English and who has little or no knowledge of oral English.

Oral Comprehension: The individual's ability to derive meaning from a

language as spoken by native speakers (Gutierrez and Rosenbach, 1975,

p. 3).

Reading: The ability to derive meaning from the graphic form of the

language (Gutierrez and Rosenbach, 1975, p. 4).
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• Reliability: How accurately a test measures whatever it is intended to

measure (Thorndike and Hagen, 1969, p. 177).

• Speaking: The ability to produce the sounds of the language and to com-

bine these sounds into meaningful utterances (Gutierrez and

Rosenbach, 1975, p. 3).

• Unilingual: Monolingual speaker of one language (U.S. Office of Civil

Rights: Task Force Findings, 1975).

• Validity: Whether a test measures what it is intended to measure (Thorn-

dike and Hagen, 1969, p. 163).

1. Concurrent validity—determined by evaluating the results of a

given test with those of standardized measures or other external

criteria.

2. Content validity—based on experts' opinion (Nelson, 1974) as to

whether the test items truly measure the objectives they purport to

measure (Edmonston and Randall, 1972).

3. Face validity—based on examiner and examinee judgements.

4. Predictive validity—established by comparing tests' results against

indicators of students' actual performance in a given area (e.g., re-

port card grades). According to Edmonston and Randall (1972) in-

struction and mastery of test items should be equivalent.

NEED FOR LANGUAGE PROFICIENCY
ASSESSMENT OF BILINGUAL STUDENTS

The current concern for language proficiency assessment of bilinguals has

evolved from various interrelated issues: (1) the fact that non-English

speakers have been haphazardly placed into programs for the mentally

retarded, based on instrumentation that has not been normed for this popu-

lation and, consequently, (2) the resulting low achievement for these in-

dividuals placed in sink-or-swim situations through submersion in total

English programs, and (3) compliance by educators with bilingual legisla-

tion emphasizing English language proficiency as a primary variable in bi-

lingual programs.

The first issue has been substantiated by a longitudinal study (Mercer,

1971), which found that in one school 32 percent of the 81 percent Anglos,

45 percent of the 11 percent Mexican Americans, and 21 percent of the 8

percent Blacks were placed in classes for the mentally retarded based on re-

sults from standardized measures. The reason for this not uncommon situa-

tion is the inherent danger of cultural and linguistic bias in utilizing instru-

mentation that was not normed with the group making use of such tests

(Condon, 1975; Morishma and Mizokawa, 1977).
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The misuse of testing instruments and the placement of limited English

speakers leads to the second issue of concern, that of continual low achieve-

ment and high dropout rates (Samora, 1968; Sanchez, 1971). High dropout

rates have been reported for Mexican Americans, Puerto Ricans (U.S. Com-

mission on Civil Rights, 1971-1976), and Native Americans (U.S. Commis-

sion on Civil Rights, 1978). Negative achievement rates have also been

noted for other linguistic minority groups (Coleman, 1966; Task Force on

Children Out of School, 1970; Lau v. Nichols, 1974; National Assessment of

Educational Progress, 1977). The 1977 National Assessment of Educational

Progress has reported that the educational achievement of linguistic

minority students is "constantly below the achievement of the total national

age population" (p. 5).

In acknowledgment of these perplexing statistics the government

passed the Bilingual Education Act of 1968. The mandate of bilingual legis-

lation is that instruction has to be in the minority students' native language

(Lj) (U.S. Office of Education, 1976) and that students' language needs in

their native language and English (Lj) must be met to prepare these stu-

dents for participation in English curriculums {Lau v. Nichols, 1974; U.S.

Office of Civil Rights: Task Force Findings, 1975). The Educational Amend-

ments of 1978 stressed that the students to be serviced in bilingual education

programs are those ".
. . who have difficulty speaking, reading, writing, or

understanding the English language . .

."
(p. 70). Compliance with legislation

on the part of educators leads to the third issue, the identification of lan-

guage proficiency instruments designed for bilingual students. The problem

is that although numerous formal and informal tests exist (Gutierrez and

Rosenbach, 1975), they are seldom comprehensive or organically inter-

related in design.

THEORETICAL FRAMEWORK

Based on the crucial need for a uniform procedure in the assessment of

English language proficiency skills of limited English speakers, the English as

a Second Language Assessment Battery (ESLAB) was developed. Cohen's

model (1975) (Figure 1) was used as the theoretical base because it (1) de-

scribed the receptive (listening and reading) and the expressive (speaking

and writing) language areas; (2) indicated that components constituting the

language areas that require mastery of phonemes and graphemes, familiarity

with vocabulary (lexicon), internalization of grammatical structures or rules

of language usage (syntax), attaching meaning to referents (semantics), and

applying sequences of linguistic components to the broader context of ex-

perience (pragmatics) (Oiler and Kyle, 1978); (3) depicted the language

domains or contexts within which language can be described; (4) indicated

the language variety or the type of language (Fishman, 1972) that is used in

diverse geographical locations or within the same speech community or



30 / Lombardo

communities; and (5) highlighted all of these elements as critical in L, and L-,

development.

Although Cohen (1975) presented one model of language, inter-

relationships of the four language areas (listening, speaking, reading, and

writing) have been viewed and studied in various ways. Many experts have

noted that oral language, or listening and speaking, precedes written lan-

guage or reading and writing (Loban, 1963; Ruddell, 1965; Taylor, 1969;

Bradley, 1970; Smith, 1971; Ingram, 1974; Goodman, 1976; Ruddell, 1976;

Cariine and Hoffman, 1976). In addition, the receptive language areas

Figure 1

Language Areas

Language Skills

Adapted from Cohen (1975).
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(listening and reading) were found to be parallel to the expressive language

areas (speaking and writing) (Chastain, 1976; and Horowitz and Berkowitz,

1967).

For the purpose of this study, listening and reading were examined in

greatest detail. Many researchers are in accord that listening and reading

correlate with each other (Devine, 1968; Carroll, 1970; Wilkinson and
Stratta, 1979; Wilkinson, 1971; Murray, 1972; Massaro, 1977). Yet other

experts have indicated that, although related, listening and reading require

different skills (Goodman, 1976; Wilkinson and Stratta, 1970; Murray, 1972;

Schallert, Kleinman and Rubin, 1977; and Stoltz and Portnoy, 1978).

With the establishment of a theoretical framework, the most important

considerations in assessing language are the areas to be assessed and the

methods for assessing them. The notion of what is to be assessed can be

addressed by reviewing the controversial areas of language competence v.

performance, language proficiency v. communicative competence, and

language dominance v. language proficiency.

Chomsky (1965) differentiated between an individual's internalized

knowledge of vocabulary, the rules (grammar) for joining words together

that constituted competence, and an individual's observable language out-

put, or his or her performance or production (McNeill, 1966; Wilkinson,

1971). Although in many instances testers examine competency through an

individual's language performance, it should be noted that performance

does not always reflect competence.

In the ESLAB, competence was tested before performance. Listening

and reading (Receptive Language Area) as indicators of competency pre-

ceded speaking and writing (Expressive Language Area) as indicators of

performance.

Communicative competence (Oiler and Conrad, 1971) can be measured

through the observation of an individual's actual use of oral language in a

functional situation. Language proficiency is the evaluation of a person's

degree of oracy (listening and speaking) and literacy (reading and writing)

skills (MacNamara, 1969; Jones and Spolsky, 1975).

A distinction between language dominance and proficiency is that domi-

nance (Dickson, 1975; Zirkel, 1976) refers to an individual's oral communi-
cative competence (U.S. Office of Civil Rights: Task Force Findings, 1975)

while language proficiency takes all the language skills into consideration. For

the ESLAB, proficiency was the primary concern.

The issue of how language is to be assessed can be explained through

existing philosophies (discrete point and integrative) and the possible in-

struments (norm and criterion referenced) to be considered in language

assessment. Traditionally, the discrete point approach, which assessed an

individual's ability to manipulate the individual components of language,

was utilized. More recently, however, integrative assessment, which allows

for examination of students' global language abilities in a holistic manner.
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has been employed (Oiler, 1975; Shuy, 1978; Oiler and Kyle, 1978). For the

ESLAB, a combined approach of discrete-point and integrative philosophies

was adopted.

Language proficiency can be measured through either norm -referenced

or criterion-referenced tests. Norm -referenced tests tend to provide a global

idea about student performance (Popham et al., 1973), since the intent of

these tests is to establish normative reference groups. Scoring criteria are not

determined until all subjects have completed a given test and a mean has

been calculated (Glaser and Nitko, 1971; Popham and Husek, 1971; Randall,

1972; Oakland, 1972; Smith, 1973; and Popham et al., 1973).

On the contrary, criterion -referenced tests outline specific behavioral

objectives and establish a priori scoring criteria in order to determine

students' mastery or nonmastery of content. The concern is to isolate the in-

dividual's strengths and weaknesses so that followup instructional objectives

can be delineated Gackson, 1970; Roudabush, 1971; Blatchford, 1971; Davis,

1971; Randall, 1972; Edmonston and Randall, 1972; Smith, 1973; and

Popham et al., 1973).

Variability is the essential validity issue between norm- and criterion-

referenced tests (Popham and Husek, 1971). Because the purpose of a norm-

referenced test is to compare a group of individuals with objective criteria, it

is expected that subjects' performance would vary over a wide range. How-

ever, in the case of a criterion-referenced test individuals are compared to a

specific performance standard (Nitko, 1971; Popham and Husek, 1971).

Therefore, it may be the case that the scores of a group of students taking a

criterion-referenced test could fall within close range of each other. This

would not indicate lack of validity on the part of the test but that most of

the students had mastered given content or skills. For the purpose of this

study, a criterion-referenced battery of tests was developed based on

specific behavioral objectives.

The major consideration in the development of the ESLAB was to pro-

vide for (1) the possible varying levels of L, and L, abilities among bilingual

students, (2) the fact that some students may or may not have world knowl-

edge ( Cummins, 1979), (3) the fact that others may or may not have aural/

oral skills in Lj or L2, and (4) the fact that still others may or may not be

literate in Lj and/or L2. To accommodate these levels, the administration of a

native language test prior to the ESLAB is recommended, since research

studies agree that in most cases students possessing competence or literacy

skill in Li are capable of transferring such skills to L; (Orata, 1953; Vasquez

and Barrera, 1953; Castro de la Fuente, 1961; Arnold, 1968; Burns, D., 1968;

Modiano, 1968; Pryor, 1968; Hillerich and Thorn, 1969; Taylor, 1969; Wise,

1969; Burns, N., 1970; Ehrlich, 1971; Inclan, 1971; John, Horner, and Berney,

1971; Dube and Hebert, 1975; Rosier and Farella, 1976; USAID, 1967). Then

the ESLAB is administered to examine English (L2) skills through aural/oral,

reading, and writing tests. Once results are attained students are grouped
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into five entry level categories (Beginner I and II; Intermediate I and II; and

Advanced) for instruction.

ANALYSES OF DATA

The validation procedure for the Receptive Language Area of the ESLAB
included item analysis, establishment of reliability, and the confirmation of

test validity.

Item Analysis

Researchers question conventional item analysis for criterion -referenced

tests (Thorndike, 1967; Thorndike and Hagen, 1969; Popham and Husek,

1971; Litchman, 1973; and Sax, 1974). Yet they are not clear as to the ap-

propriate procedure for criterion-referenced items (Litchman, 1973). For the

ESLAB, item analysis was based upon the test developer's judgement of

item relevancy and empirical data results.

The data results for the Receptive Language Area were as follows:

1. Aural Comprehension Test: p (percentile, difficulty index) values

ranging from 27.1 percent to 89.9 percent and RPB (point-biserial cor-

relation, discrimination index) values of .08 to .67

2. Structural Competency Test: p values of 1.7 percent to 64.4 percent and

RPB values of -.01 to .47

3. Informal Reading Inventory (IRI): p values between 0.0 percent and

69.5 percent and RPB scores of 0.0 to .70

The trend was that items were either simplistic or extremely difficult, as

in the case of the latter two tests. However, when students' overall perfor-

mance was examined there was an indication of mastery of oral/aural skills

but not of literacy skills.

Reliability

Reliability was attained statistically based on Hoyt and Cronbach alpha

(Neslon, 1976) values of internal consistency. The calculated estimates of

reliability were as follows: Aural Comprehension Test, Hoyt Estimate, .81;

Structural Competency Test, Hoyt value, .37; and IRI, Hoyt value, .83. The
values for the Aural Comprehension Test and the IRI were acceptable in

each case being over .70 (Thorndike and Hagen, 1969), but the estimate for

the Structural Competency Test was extremely low. A possible reason for

the low value is that the majority of students did not attempt the test, yet

the ones that did (in most cases the high achievers of the overall ESLAB)
performed badly, thus creating disharmony to the internal consistency of

the test. The low reliability of the Structural Competency Test, in turn,

inflated the SEM of 4.25 for the Receptive Area. Total test statistics were

also calculated. For the three tests the Hoyt value was .79 and Cronbach 's
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coefficient was .21, and the IRI Hoyt estimates for the individual stories

ranged from .31 to .71 with an overall Hoyt of .83 and Cronbach's coeffi-

cient of .74.

Validity

Validity was of four types. The first, face validity, indicated that both

examiners and examinees viewed the test positively. In terms of the second

type, content validity, language and reading experts analyzed the test items

in terms of specified objectives. Based on their judgments, items were

altered accordingly. The third, predictive validity, used Kendall's tau (Nie et

al., 1975) to correlate each test component's level results (Beginner 1, Be-

ginner II, Intermediate I, Intermediate II, and Advanced) with the four

Teacher Estimates (TE) of how each student would perform on the ESLAB,

and the students' ESL report card grades (see Table 1). The resulting indices

indicated a positive, significant relationship among the three variables. The

fourth was concurrent validity used only for the IRI. A Pearson coefficient

indicated a high correlation between the following indicators: the IRI and

Cloze Test, 7484 at p<.01; IRI and Stanford DuigtiosHc Reading Test (1976

Edition), .6203 at p<.01; Stanford and Cloze .6105 at£<.05; TE and Stan-

ford .4248 at p<.05; TE and Cloze .3577. The three reading tests were re-

lated but the IRI and TE had a negative (-.4056) relation since teachers

tended to underestimate students' levels.

From these results, it was concluded that the Receptive Area tests are

valid measures of language proficiency.

Interrelations of the Language Areas

The data also served to demonstrate interrelationships among the language

areas (Oiler, 1975) or the contentions that (1) within the Receptive Lan-

guage Area, listening and reading are related; (2) the language areas of

listening, speaking, reading, and writing are interrelated, with the compo-

nents of the Receptive Area having the same relationship as those of the Ex-

pressive Area, and the components of oral language having the same

relationship as those of written language; and (3) oracy skills precede

literacy skills. To examine these relations raw scores and level results (Be-

ginner I, II; Intermediate I, II; Advanced) for the seven tests were plotted on

Pearson Correlational Matrices.

Raw scores of the Receptive Area tests indicated no relationship

between the Aural Comprehension Test, the Structural Competency Test,

and IRI. However, each test had a high correlation, .6050, .3730, and .8090 at

p<.01, respectively, with the total test score. The explanation may be that

these tests were related to the Receptive Language Area but may, in fact,

have been examining different skills.

Level results of the Receptive Area indicated a close relationship

between listening and reading abilities with values of .4147 at p<.01 for the
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Table 1

Predictive Validity Correlations Between Level Performance

on the Receptive Language Area Tests, Teacher

Estimates and ESL Grades
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IRI, .3534 at p<.01; Dictation Exercise and Structural Competency Test,

.4039 at p<.0T; Dictation Exercise and IRI, .3276 at 2<.01; Dictation Exer-

cise and Writing Sample, .2579 at p<.05; Structural Competency Test and

IRI, .5137 at p<.01; and IRI and WriHng Sample, .2340at£<.05.

The resulting interrelationship of the Oral Competency and the Aural

Comprehension Tests indicates that both measure listening skills. The Aural

Comprehension and the Structural Competency Tests both examine similar

grammatical structures. The Aural Comprehension Test and the IRI demon-

strate a relationship because they are both components of the Receptive

Area of Language. The similarity between the results of the Dictation Ex-

ercise and Oiler's (1975) findings seem to be the primary component to cor-

relate with most of the other ESLAB components. The reason may be that

the process of dictation involves listening and then writing, which would

incorporate oral and written as well as receptive and expressive language

areas. The significant relationship between the Structural Competency Test

and the IRI is logical, in that both tests require reading skills. The relation-

ship between the IRI and the Writing Sample indicates that both examine

literacy skills. Overall, the components of the Receptive and Expressive

Language Areas of the ESLAB seem to be related.

Generally, results indicate a close relationship between listening and

reading within the Receptive Language Area. There is also a relationship

between the oral language areas, listening and speaking, similar to Oiler's

(1975) findings. The reading and writing areas also seem to be related.

CONCLUSIONS AND IMPLICATIONS

The significance of this study is threefold: (1) information is provided about

the methodology for constructing and validating a criterion -referenced

assessment battery; (2) the English as a Second Language Assessment

Battery (ESLAB) has been prepared and pilot tested with secondary bilin-

gual students; and (3) the data support the contentions that there are inter-

relationships among the language areas.

In addressing the first point, the construction of a language battery in-

volves various major considerations. A theoretical framework must be

developed. The skills or objectives to be tested have to be outlined. An
approach (integrative or discrete point) for assessing skills must be specified,

and test types (norm- or criterion-referenced) must be decided. The tests

then need to be validated with the population for whom they are intended.

The second factor is that the ESLAB provides classroom teachers with a

language profile of bilingual students' listening, speaking, reading, and

writing skills. The battery identifies students' Independent, Instructional,

and Frustration reading levels, and it groups students into five entry-level

categories (Beginner I, II; Intermediate I, II; and Advanced) for ESL and
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reading instruction. This type of initial assessment is a uniform procedure

for providing continuity among bilingual classes and it facilitates organized

record keeping of student results.

The third factor is that information about the mastery of language skills

and the interrelationships of the language areas was also attained for

secondary bilinguals. The trend was that students mastered aural/oral skills

before reading and writing skills. It was noted that listening, speaking,

reading, and writing are related, but because they require different skills,

they need to be tested discretely and integratively. The implication for

teachers is that these language areas need to be taught separately and in-

tegratively.

Recommendations for the foliowup of this study are for (1) field testing

the ESLAB with other language groups and (2) constructing and validating

batteries in other languages so that L^/L^ language profiles can be prepared

for bilingual students, based on the notion that students may have varying

degrees of proficiency in the native and second language.
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SUMMARY

The present study investigated, measured, and provided descriptive infor-

mation about the developmental characteristics of syntactic and morpho-

logical structures found in the written Spanish language samples of native

Spanish-speaking students in monolingual (Puerto Rico) and bilingual

(Pennsylvania) schools, in fourth to ninth grade.

A stepwise regression analysis based on students' grade levels as

criterion measure, and the sums of twenty-one structural linguistic vari-

ables counted in two written compositions as predictor variables were tabu-

lated on the data collected in monolingual schools in Puerto Rico. A linear

weighted combination of coordinated T-units, sentence adverbials, structure

words, compound predicates, and adjectivals significantly correlated with

students' grade levels (p<.01).

As a measure of cross-validation, an independent population sample

consisting of Spanish-speaking students in bilingual education programs in

Pennsylvania was also tested. The predictor equation based on the mono-
lingual sample was used to test levels of written linguistic complexity among
bilingual Spanish-speaking students. The correlation between predicted

values and students' actual grade levels was statistically significant (p<.001).

Parallel to the findings revealed by the monolingual sample in Puerto

Rico, the bilingual sample in Pennsylvania showed a consistency in the

development of linguistic structures with advancing grade levels. The
present formula thus derived is a reliable and valid linguistic index that can

be used to assess Spanish-speaking students' written native language de-

velopment according to grade levels.

STATEMENT OF THE PROBLEM

With the implementation of teaching students of limited English proficiency

using their native language as a medium of instruction, there has been an in-

creasing concern for minority children's academic progress in both their

native and second languages. In order to maintain and improve their level of

competence in the second language, English, it is necessary to enable stu-

dents of limited English-speaking proficiency to raise their level of

competence in their native language, as well.

In a Spanish-English bilingual education program, it is important to

bring Spanish-speaking students' written language skills close to the level of

monolinguals of comparable age and education. Therefore, there seems to

be an immediate need for investigating the linguistic structures characteristic

of Spanish-speaking students' native language development throughout the

school years. By applying this procedure to monolingual and bilingual

Spanish-speaking populations, comparisons could be made describing the

developmental changes in the process of acquiring linguistic sophistication

(maturity).
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RATIONALE OF THE STUDY

Educators realize that children write sentences differently as they grow
older and progress through school, and that these differences are not only

lexical but syntactic and morphological, as well. Yet the specific linguistic

structures that native Spanish-speaking children are able to use at different

grade levels have not been determined. Likewise, it is not known how often

students use certain linguistic structures at each consecutive grade level,

what the significant value of each of these structures in the process of

written native language development is, nor which of these linguistic vari-

ables teachers look for when they evaluate the quality of Spanish writing by

native Spanish speakers.

Researchers have been investigating the development of syntax in the

English language, trying to find objective, measurable ways to describe the

developmental changes in the students' written language through the school

years (McCarthy, 1930; LaBrant, 1933; Templin, 1957; Loban, 1963, 1966;

Hunt, 1965, 1970; Golub and Frederick, 1970, 1971; Golub, 1973). However,

most of the research in Spanish is focused on measuring developmental

stages of the oral native language among preschool children (Kernan and

Blount, 1966; Gonzalez, 1970; Brisk, 1972; Toronto, 1972).

A study revealing developmental patterns of written language for

Spanish-speaking students in elementary and intermediate grades would be

of benefit to educators and linguists, since it could provide the necessary in-

formation to identify the most important linguistic variables which are

characteristic of linguistic maturity. Such an analysis could be used to enrich

Spanish-speaking students' written vocabulary and increase the use of

syntactic and morphological structures among bilingual Spanish-speaking

students, leading to a proficiency comparable to that of native Spanish-

speaking students in a monolingual setting.

PURPOSE OF THE STUDY

The present study investigated and provided descriptive information about

the developmental characteristics of twenty-one syntactic and morpho-

logical structures present in two written Spanish language samples of native

Spanish-speaking students in fourth to ninth grades. The main purposes of

this investigation were as follows:

1. To determine measures of consistency between frequency of occur-

rence of twenty-one variables within two written Spanish language

samples (inter-sample reliability), and the reliability of teachers' ratings

(inter-rater reliability)

2. To design a reliable and valid procedure in order to derive a predictor

equation based on linguistic information that would best indicate
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Spanish-speaking students' grade levels and teachers' ratings of the

quality of written language samples in a Puerto Rican monolingual

setting

3. To apply the predictor equation to written Spanish language samples of

native Spanish-speaking students in bilingual education programs to

determine whether such characteristics observed in a monolingual

Spanish setting could be generalized to a Spanish-English bilingual

setting

4. To investigate the degree to which the twenty-one syntactic and mor-

phological variables are associated with the students' grade levels in

order to describe developmental patterns of written Spanish.

DEFINITION OF TERMS

AdjecHvals: Forms or phrases that function as adjectives.

Compound Predicates: Number of finite verbs joined by a coordinate con-

junction or a comma to another verb, and taking the same subject as

that verb.

Coordinated T-mits: Number of T-units that are not separated by a period

or capitalization which indicates a new sentence.

Maturity: As defined by Hunt, "the observed characteristics of writers in

an older grade" (Hunt, 1965, p. 20).

Sentence Adverbials: Also known as sentence introducers or sentence signals, they

serve not only to introduce sentences, but also to relate them to pre-

vious sentences or situations.

Spanish Structural Density: A qualitative and quantitative analysis of

written syntactic and morphological variables in Spanish in order to

assess the degree to which these linguistic variables are associated with

native Spanish-speaking students' grade levels. The term structural is

used to allow for the morphological variables as well as the syntactic

ones to be included in the investigation.

• Structure Words: Adverbs (other than -mente), prepositions, determiners,

qualifiers, conjunctions, subordinators, and pronouns.

• Syntactic Density: Developmental trends in the students' use of certain

kinds of linguistic structures are characteristic of increasing maturity

(chronological age) and language development. A qualitative and quan-

titative description of linguistic structures and an analysis of their use

make up a factor called syntactic density also known as syntactic complexity,

or syntactic maturity (Hunt, 1970; Kidder and Golub, 1976).

• T-unit: A "minimal terminal unit," consisting of one main clause plus all

subordinate clauses and nonclausal structures attached to or embedded

in it (Hunt, 1970).
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OVERVIEW OF ANALYSIS OF DATA

Based on the four main objectives of this investigation, the following

hypotheses were tested:

Research Objective I: Inter-Sample and Inter-Rater Reliability

Hypothesis 1: There will be a significant positive correlation between

the frequency of syntactic and morphological variables within two separate

written Spanish language samples by native Spanish-speaking students.

A Pearson-product correlation was calculated for the frequency of

occurrence of each of the linguistic variables in two written language

samples (total of 200-word sample), to determine the consistency of lin-

guistic indexes. Ten out of twenty-one linguistic variables showed a statis-

tically significant positive correlation (p<.05).

Hypothesis 2: There will be a significant positive correlation between

the ratings of the written Spanish language samples by different teachers of

native Spanish-speaking students.

A Pearson-product correlation was calculated for the ratings between

pairs of teachers, and a Spearman Brown prophecy formula was used to esti-

mate the reliability coefficients between raters on a 200-word sample.

Results indicated that correlations between pairs of teachers at each in-

structional level (fourth to sixth and seventh to ninth grades) were signifi-

cant (p < .05), except for one pair of teachers at each level whose ratings did

not correlate significantly.

Research Objective II: Linguistic Variables as Indicators of Students'

Grade Levels and Teachers' Ratings in a Monolingual Spanish Setting

Hypothesis 3: There will be a significant correlation between the

syntactic and morphological variables and Spanish-speaking students' grade

levels in fourth to ninth grades.

A stepwise regression analysis was conducted using each grade level,

fourth to ninth grades, as the criterion measure. The sum of the syntactic

and morphological structures present in the two Spanish written language

samples was used as predictor variables.

Coordinated T-units, sentence adverbials, structure words, compound

predicates, and adjectivals were the first five variables to be selected by the

multiple regression analysis. The weighted linear combination of these vari-

ables made a significant contribution to the prediction of grade levels at

fourth to ninth grades—R (90) = .78. p<.01.

Hypotheses 4 and 5: There will be a significant correlation between

the syntactic and morphological variables and teachers' ratings of written

Spanish language samples of native Spanish-speaking students in fourth to

sixth grades. There will be a significant correlation between the syntactic

and morphological variables and teachers' ratings of the written Spanish
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language samples of native Spanish-speaking students in seventh to ninth

grades.

Separate regression analyses were conducted on the fourth- to sixth-

and seventh- to ninth-grade compositions. Since independent groups of

teachers rated the fourth- to sixth- and seventh- to ninth-grade composi-

tions separately, using a normalized scale of 1-5, one single analysis which

would encompass fourth- to ninth-grade language samples was not ap-

propriate. Teachers' ratings (average of two raters) were the criterion

measure, and the sum of the frequency of occurrence of each one of the

linguistic variables was used as predictor variables. The weighted linear

combination of sentence adverbials, structure words, and content words

made a significant contribution to the prediction of teachers' ratings

at seventh to ninth grades—R (45) = .63, p<.05. In the fourth- to sixth-

grade analysis, the number of coordinated T-units significantly correlated

with teachers' ratings—R (45) = .47, p<.01—but no additional predictor

variables produced a significant increment in the multiple correlation co-

efficient.

Research Objective III: Linguistic Variables as Indicators of Spanish-

Speaking Students' Grade Levels in a Bilingual Setting

Hypothesis 6: There will be a significant correlation between the

weighted linear combination of linguistic variables and grade levels of

Spanish-speaking students in a bilingual education program.

The Spanish written language samples of Spanish-speaking students in

bilingual education programs in Pennsylvania were analyzed, and fre-

quencies of occurrence for each linguistic variable were tabulated. The best

equation from the regression analyses conducted on the monolingual

Spanish samples was selected to apply to the bilingual sample.

The regression analysis assigned the relative weight to each of the five

linguistic variables according to their degree of independent correlation

with the criterion measure. Products were obtained by multiplying the fre-

quencies of the variables by their multiple regression weightings, as shown

in Table 1. A constant was added to this product, and a score (Spanish

Structural Density Score) was obtained for each student. A Pearson-product

correlation was calculated between the predicted values thus obtained and

students' actual grade levels. The correlation was statistically significant—

r(3) = .58, p<.001.

Research Objective IV: Developmental Patterns of Syntactic and

Morphological Variables in a Monolingual Setting

Hypothesis 7: There will be a statistically significant correlation be-

tween the mean frequency of occurrence of syntactic and morphological
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Table 1

A Sample Worksheet for the Computation of Spanish

Structural Density Score (SSDS) through the Use

of Multiple Regression Weights

Number of lach variable obtained Weight: Product:

from 200-word sampk:

Structure Words

Compound Predicates:

Coordinated T-units:

Sentence Adverbials:

Adjectivals:

X
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Table 2

Correlations of Linguistic Variable Means with Grade Levels

in Fourth to Ninth Grades in Puerto Rican Schools

Number of
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coefficient. Observing the linguistic behavior of these variables, an increase

in the number of sentence adverbials, compound predicates, structure

words, and adjectivals parallelled an increase in grade levels. Coordinated T-

units was the only variable which inversely correlated with grade level, i.e.,

the higher the grade in which the student was enrolled, the fewer the co-

ordinated T-units in the written samples.

3. As a measure of cross-validation, the significant results obtained

from the bilingual students' written language samples attested to the validity

of the measurement.

Students in the bilingual samples used more coordinated T-units than in

the monolingual samples. The decrease in frequency of coordinated T-units

was more gradual among Spanish-speaking students in the bilingual educa-

tion programs than among students in the monolingual Spanish schools. The

frequency of occurrence of structure words was higher at the fourth-grade

level in the bilingual sample than it was in the monolingual sample, although

in higher grades, the number of structure words progressively decreased in

the former sample, while it steadily increased in the latter. Increase in fre-

quency of compound predicates, sentence adverbials, and adjectivals was

minimal between fourth and sixth grades in the bilingual sample, possibly

because these students were placed in the same instructional classroom,

based on their reading ability in Spanish or English, regardless of their actual

grade level.

4. Written Spanish language development among Spanish-speaking

students in Puerto Rico was indicated in this study by an increase in the fre-

quency of sentence adverbials, structure words, compound predicates,

adjectivals, words per main and subordinate clauses, words per T-unit, and

clauses per T-unit, with a progressive increase in the students' grade levels.

The leveling-off point for some of the variables was eighth grade. Deter-

miner form and agreement, content words, ratio of content words per struc-

ture words, number of T-units, coordinated T-units, and number of main

and subordinate clauses showed an inverse correlation with grade levels. As

students progress through school, they seem to use many more recursive

embedding rules in order to consolidate sentences and increase the length of

the clauses. Earlier grade students combine clauses together by abusing co-

ordinating devices.

CONCLUSIONS, APPLICATIONS, AND
IMPLICATIONS FOR FURTHER RESEARCH

Linguistic analysis of written Spanish language development among native

Spanish-speaking students has been neglected by language researchers

despite the need for this type of information in Spanish-English bilingual

education programs in the United States. The present study was a step
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toward meeting this lack of information, offering a descriptive and qualita-

tive analysis from normative data upon which bilingual education re-

searchers, educators, and language researchers in general can draw pertinent

applications. This study was planned mainly to design a reliable and valid

procedure for arriving at a linguistic index that would best predict Spanish-

speaking students' written linguistic maturity, as well as a practical means to

be used for the assessment of language progress.

Norms for this procedure have been established in Puerto Rico and

show which are the final significant variables that best indicate a pattern of

structural growth and maturity in their native language among Spanish-

speaking students. In order to use the derived formula presented in Table 1,

and to arrive at a predicted value that will represent the student's level of

Spanish structural sophistication (maturity), the following procedure should

be observed:

1. Collect two written language samples using different stimulus pictures

(200-word sample in all)

2. Count the frequency of occurrence of the five linguistic variables in the

two written language samples

3. Multiply the number of occurrence of each variable by its correspond-

ing weighting

4. Add all products plus the constant which determines the Spanish Struc-

tural Density Score.

Educators and language testing researchers in bilingual education can

use the derived predictor equation formula in order to assess Spanish-

speaking students' written linguistic knowledge of their native language, as

well as to assess students' progress in their written language throughout the

school years. The analysis of the frequency of occurrence of each linguistic

variable at each consecutive level in Puerto Rican written samples can serve

as baseline data for educators in bilingual education programs. Such an

analysis can be used to enrich Spanish-speaking students' written vocabu-

lary and increase the use of the syntactic and morphological structures

among bilingual Spanish-speaking students, leading to a proficiency com-

parable to that of Puerto Rican Spanish-speaking students in Puerto Rico.

Furthermore, since the increase in the use of certain linguistic variables

generally drops after grade eight, a continuation of this study up to grade

twelve and beyond would discover perhaps new trends of language de-

velopment as a function of later grades and maturity (chronological age).

Since norms for the development and measurement of various lin-

guistic structures used by Puerto Rican Spanish-speaking children in the

writing of their native language have already been established in the present

study, it would be possible to further compare groups of students of dif-

ferent Spanish-speaking origin to determine whether significant differences
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exist among children of different subcultural groups in their capacity to

produce written syntactic and morphological structures at different grade

levels.

The presence of five significant linguistic structures can be used to

assess written linguistic maturity among native Spanish-speaking students.

Furthermore, they can be used to test written language development of

Anglo American students learning Spanish to see whether there is a similar

growth in the Spanish syntax of English-speaking students learning Spanish

as a second language.



Paviolo / 57

REFERENCES

Brisk, M.E. "The Spanish Syntax of the Pre-school Spanish-American: The

Case of New Mexican Five-year-old Children" (Doctoral dissertation,

University of New Mexico, 1972). Dissertation Abstracts International 34

(1973): 297-A. (University Microfilms No. 73-16, 585.)

Golub, L.S. Syntactic Density Score (SDS) with Some Aids for Tabulating. State

College, Pa.: Pennsylvania State University, 1973. ERIC ED 091 741,

1973.

Golub, L.S., and Frederick, W.C. Linguistic Structures and Deviations in Children's

Written Sentences. Technical report from the Wisconsin Research and De-

velopmental Center for Cognitive Learning, No. 152. Madison, Wise:

University of Wisconsin, 1970.

. Linguistic Structures in the Discourse of Fourth and Sixth Graders. Technical

report from the Wisconsin Research and Developmental Center for

Cognitive Learning, No. 166. Madison, Wise: University of Wisconsin,

1971.

Gonzalez, G. "The Acquisition of Spanish Grammar by Native Spanish

Speakers (Doctoral dissertation, University of Texas at Austin, 1970).

Dissertation Abstracts International 31, (1971): 6033-A. (University Micro-

films No. 71-11, 540.)

Hunt, K.W. Grammatical Structures Written at Three Grade Levels. National

Council of Teachers of English Research Report No. 3. Champaign,

111.: NCTE, 1965.

. "Syntactic Maturity in Schoolchildren and Adults." Monograph of

the Society for Research in Child Development 35, No. 1 (1970): 1-67.

Kernan, K.T., and Blount, B.C. "The Acquisition of Spanish Grammar by

Mexican ChWdren." Anthropological Linguistics 8 (1966): 1-14.

Kidder, C.L., and Golub, L.S. "Computer Application of a Syntactic Density

Measure. "Computers and the Humanities 10 (1976): 325-331.

LaBrant, L.L. "A Study of Certain Language Developments of Children in

Grades Four to Twelve, Inclusive." Genetic Psychology Monographs 14

(1933): 387-491.

Loban, W.D. Tlie Language of Elementary School Children. National Council of

Teachers of English Report No. 1, Champaign, 111.: NCTE, 1963.

. Language Ability Grades Seven, Eight, and Nine. Cooperative Research

Monograph No. 18, U.S. Department of Health, Education and Welfare,

Office of Education, 1966.

McCarthy, D. Vie Language Development of the Preschool Child. University of

Minnesota Institute of Child Welfare Monograph No. 4. Minneapolis:

University of Minnesota Press, 1930.

Templin, M.C. Certain Language Skills in Children: TJieir Development and Inter-

relationships. Minneapolis: University of Minnesota Press, 1957.

Toronto, A.S. "Developmental Assessment of Spanish Grammar." Journal of

Speech and Hearing Disorders 41 (1976): 150-171.





The Relationship of Bilingual Bicultural

Education and Regular Education in

the Verbal and Nonverbal Performances

of Chicano Students

Frank Z. Alejandro

Semifinalist, Outstanding Dissertations

National Advisory Council on Bilingual Education

Degree conferred May 1979

Catholic University of America

Washington, D.C.

Dissertation Committee:

John D. Olsen, Chair

Leo Y. Min

John J. Convey



About the Author

As Educational Research Specialist with the National Institute of Education

in Washington, D.C., Dr. Frank Z. Alejandro is responsible for developing,

writing regulations for, and implementing the Experimental Program for

Opportunities in Advanced Study and Research in Education, which

emphasizes increased participation by minorities and women in educational

research. Previously, he was national coordinator and personnel manage-

ment specialist with the Navy Department's Administrative Cooperative

Education Program, where nearly two-thirds of the college graduates he

recruited for career positions were of Hispanic backgrounds. In addition. Dr.

Alejandro has been Executive Director of the National Council for Chicano

Studies, and cofounder of the country's first Chicano college—Colegio

Jacinto Trevino, Centro Educativo Chicano, in south Texas. His many

publications and presentations at national conferences reflect his strong

interest in developing programs of ethnic studies in higher education.

©
60



SUMMARY

The purpose of this study was to investigate the relationship of bilingual bi-

cultural education and regular education in students' verbal and nonverbal

performances. Specifically, the study sought to determine if there was a

significant difference in the verbal and nonverbal performances on the

Inter-American Series Test of General Ability (IAS TOGA), English and

Spanish subtests, oral vocabulary, numbers, association, and classification,

when students in the bilingual bicultural and regular education groups were

compared.

The testing of the hypotheses involved sets of Analysis of Variance

(ANOVA) using a 2" x 2" factorial design. The F test was used to determine

significant differences that were set at the .05 level. The F test revealed that

there were significant differences in seven of the sixteen English test com-

parisons. Eleven of the sixteen Spanish test comparisons were also signifi-

cant.

One conclusion drawn from these research findings was that Chicano

students in the early years of their educational development perform better

if they are taught in their dominant language before they are introduced to

regular English language instruction. A second conclusion was that as

students progress to the upper grades a noticeable improvement is detected

in their performance scores. This indicated that as students enrolled in bi-

lingual bicultural education programs progress in their education, they will

eventually perform as well as or better than their peers in the regular educa-

tion program. A third conclusion was that students for the most part per-

form better on the verbal sections of both the English and Spanish tests.

INTRODUCTION

The major legislative support of bilingual bicultural education in the United

States lies in the Bilingual Education Act under Title VII of the Elementary

and Secondary Education Act (ESEA) of 1968. The purpose of the act is to

develop programs offering a basic competence in English, but to the exclu-

sion of the child's cultural heritage and language. Bilingual bicultural educa-

tion is a process which allows for the total development of the child by

teaching concepts of the history and culture associated with his or her

dominant language while he or she is learning to function in another lan-

guage and culture. Although it is not a new concept, bilingual bicultural

education has been reintroduced to U.S. education in an effort to meet the

needs of Spanish-speaking and other non-English-speaking students who
have limited or no ability to function in English.

BACKGROUND AND STATEMENT
OF THE PROBLEM

The Spanish-speaking population in the United States is estimated roughly

at sixteen million. They make up the second largest of our population

groups and are known variously as Mexican, Mexican American, Latin,
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Latin American, Spanish, Spanish American, Spanish surname, Spanish

speaking, Hispanic American, Hispano, Latino, Cubano, Boricua, and

Chicano. Of these, approximately ten million are Mexican Americans, most

of whom reside in the southwestern part of the United States covering the

states of Arizona, California, Colorado, New Mexico, and Texas. Galarza,

Gallegos, and Zamora (1970) write that

In 1960 the highest figure given for the number of persons of Mexican

ancestry (Spanish speaking, Spanish sumamed) in five southwestern states

was 3.5 million. Today it is estimated to be above five million, and by
1975 the number will be between 5.5 and 6 million, (p. 4)

The Chicano has been the least educated and the most neglected and

discriminated citizen in the United States, next to the American Indian (U.S.

Commission on Civil Rights, 1974). The Chicano is still far behind the

national average in educational attainment. The national median for educa-

tional attainment is 12.2 years; for the Spanish-speaking population the

median is 9.6, an improvement of two points since the 1960 census statistics

were compiled. While the unemployment rate in 1973 was 4.3 for Anglo

Americans sixteen years and over, it was 7.5 for the Spanish speaking.

It is suggested that the inability to perform competently in the English

language has been a primary factor explaining low educational attainment

and high unemployment rates among Chicano youth. In a recently pub-

lished report on the Spanish speaking, the United States Department of

Labor (1973) suggested that the acquisition of a working knowledge of

English will open the doors for educational and economic advancement

The report states that

Improvement in English-language skills, [asl both cause and consequence

of better educational opportunity, is clearly a major factor in the sharp rise

in the educational attainment among the younger people, (p. 94)

The "No Spanish" Rule

The root of the problem stems from the educational system in this country

(De Leon, 1972). As a general policy, the schools in the southwestern part of

the United States adopted a "no Spanish" rule which limited and to a great

extent otherwise affected the learning capabilities of Mexican American

children (U.S. Commission on Civil Rights, 1974). Prior to the 1960s

students were punished for speaking Spanish not only in the classroom, but

also on any part of the school grounds (National Education Association,

1967). Steiner (1968) reports that in one school in El Paso where the

students were taught in Spanish for part of the day, the same children

caught talking in Spanish were punished with detention after school. Steiner

claims that this practice is still evident in rural schools. Carter (1970), like-

wise, describes an incident where a teacher in Tucson, Arizona fined
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children a penny for every word the children spoke in Spanish. The atti-

tude of no Spanish speaking in the school later changed to a policy allowing

the use of Spanish at specific times. Basically, if the student did not under-

stand whatever was being explained, it was permissible to speak Spanish in

order to clarify certain points as long as one quickly changed to English.

Spanish was used as little as possible.

The U.S. Commission on Civil Rights (1974) in its report Toward Quality

Education for Mexican Americans states that

Use of Spanish is further discouraged on an unconscious level by school

officials. One southwestern educator expressed the view that: "the actual

incidence of discouragement is probably much higher than Commission

statistics show. Because the schools have for so long felt that Spanish is a

handicap to successful learning, they unconsciously foster unacceptance

and resulting discouragement of the speaking of Spanish in school." Not
only does this practice fail to build on one of the most basic skills of

Chicano students, but it degrades them and impedes their education by its

implicit refusal to provide for teaching and learning in Spanish, (p. 4)

PURPOSE OF THE STUDY

Meeting the educational needs of students with limited or no English-

speaking ability has been a major problem for U.S. schools. It was the pur-

pose of this study to investigate the relationship between bilingual

bicultural education and regular education in students' verbal and nonverbal

performances. Specifically, the study sought to determine if there was a

significant difference in the verbal and nonverbal performances on the

InterAmerican Series Test of General Ability, English and Spanish subtests,

oral vocabulary, numbers, association, and classification. The study was

focused on Chicano students in primary and elementary schools with Title

VII funding in the rural southwest region of the United States.

DEFINITION OF TERMS

In order to better understand this research study, it is essential to have a

clear knowledge of the terms used throughout. The following definition of

terms serves this purpose:

• Association: The child's ability to associate one item with its correspond-

ing part; the Spanish Test term is asociacion.

• Bilingualism: The ability to function in another language in addition to

the language spoken in one's home.

• Biculturalism: The ability to behave on occasions according to selected

patterns of a culture other than one's own.

• Bilingual bicultural education: An educational process that allows for the

total self-development of individuals through the use of their home
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language and culture while they are learning to function in the second

language and culture.

• Chicano (Mexican Ameriam): An American of Mexican descent. Among
the younger generations the term Chicane has been popularized.

Government publications and other literary works use the words

Chicano and Mexican American interchangeably. In this study the term is

used interchangeably with Spanish speaking.

• Chssification: The child's understanding and knowledge of words ex-

pressed nonverbally; the Spanish Test term is clasificacion.

• Dominant language: The language that the child brings from the home. In

this study the dominant language is Spanish.

• Inter-Amencan Series Test of General Ability: The series is made up of sub-

tests that measure verbal-numerical (verbal) and nonverbal perfor-

mances. It comprises an English and a Spanish version.

• Oral vocabulary: The students' understanding and knowledge of words

expressed verbally; the Spanish Test term is vocabulario oral.

• Regular education: Traditional classroom instruction in English.

• Spanish-speakmg American: A generic term used to refer to the following

cultural groups: Chicanos, Puerto Ricans, Cubans, Latins, and other

Hispanics.

BILINGUAL BICULTURAL EDUCATION:
INSTRUCTION IN THE DOMINANT LANGUAGE

A Theoretical Framework

Language communication has always been a problem between the Mexican

American people and their Anglo American peers. Large numbers of the

Spanish-speaking community who have been in the United States for many

years have not learned to speak, read, or write in English. The Department

of Labor (1973) in its report on the Spanish speaking states that

Inability to speak English becomes a major problem for children as early

as elementary school. Everywhere in the past, and even now in many
places, no special help has been provided for Spanish-speaking youngsters

entering school, though without such help they are likely to develop

learning problems and . . . subsequent high dropout rates. The serious-

ness of the problem is illustrated by the situation, in some southwestern

school districts, where about 40 percent of the children of Mexican

American origin have in the recent past been placed in classes for the slow

learners and the mentally retarded, (p. 108)

Recently, some educators have agreed that the best medium for teach-

ing the child, particularly during the early stages of learning, is through
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dominant language instruction (Andersson and Boyer, 1970). Valencia

(1972) writes:

The current movement in bilingual education points up four underlying

principles: use of the learner's native language to facilitate the learning

process and avoid postponement of cognitive and psychomotor develop-

ment; maintenance and perpetuation of the child's first language, along

with other cultural aspects; recognition of the child's ethnicity as accept-

able and noteworthy and recognition of the desirability of bilingualism.

(p.l)

Armando Rodriguez (1968) in addressing the National Conference on

Educational Opportunities for Mexican Americans stated:

Bilingual education is critical for hundreds of thousands of youngsters.

Language is not just an instrument for communication and learning; it is a

set of values. It is his being. It is a door that we can open so the youngster

can see and live and be a part of two cultures—two societies, (p. 21)

The Advisory Committee for the Education of the Spanish Speaking

and Mexican Americans (1973) recommended

That programs in bilingual bicultural education in both Spanish and

English be established in every school whose Spanish-speaking member-

ship is 20 percent or higher, of its total school enrollment. Minimally, in

those schools where there is a sufficient number of Spanish-speaking

students at any level to warrant group instruction in basic skills, instruc-

tion in Spanish language arts and culture must be provided, along with

English as a second language. Optimally, a progam in bilingual bicj'tural

education should be designed for both Spanish-speaking children and

native English-speaking children and include instruction in both Spanish

and English in all curriculum areas, (pp. 20-21)

RESEARCH HYPOTHESES

The specific research hypotheses investigated and analyzed for both English

and Spanish tests are as follows:

Hypothesis 1. There will be no significant difference in the verbal per-

formance, as measured by the Inkr-American Series Tests of General Ability Sub-

test, Oral Vocnhulary, between students in the bilingual bicultural education

group and students in the regular education group.

Hypothesis 2. There will be no significant difference in the verbal per-

formance, as measured by the Inter-American Series Tests of General Ability Sub-

test, Numbers, between students in the bilingual bicultural education group

and students in the regular education group.

Hypothesis 3. There will be no significant difference in the nonverbal

performance, as measured by the Inter-American Series Tests of General Abilit}/
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Subtest, Association, between students in the bilingual bicultural education

group and students in the regular education group.

Hypothesis 4. There will be no significant difference in the nonverbal

performance, as measured by the Inter-American Series Tests of General Ability

Subtest, Classification, between students in the bilingual bicultural education

group and students in the regular education group.

OVERVIEW OF ANALYSES OF DATA

The analysis of variance (ANOVA) technique was selected to treat the data

in this research study. ANOVA was used because it is a strong parametric

statistic concerned with the variance as a measure of variability. It assumes

"that the samples with which we work have been drawn from populations

that are normally distributed" (Kerlinger, 1973, p. 286). ANOVA further

assumes that the samples are randomly selected and that the variance within

these samples is statistically the same. Kerlinger (1973) refers to this assump-

tion as homogeneity of variance.

The F-test was used to determine the significance of the differences

between the means. The level of confidence for determining significance

was set at the .05 level. An F-ratio was computed for each compared group

to determine whether the variance of the groups differed. An F-ratio found

to be significant at the .05 indicated that the difference obtained between

the groups compared was true and not caused by chance. The between-

groups variance was used in determining the value of F.

An entry performance test was administered in September 1973 to both

groups, treatment and comparative. Both Spanish and English forms of the

IAS were used for this purpose. Pupils in kindergarten were given the pre-

school level of the IAS, Spanish and English forms. Pupils in grade 1 were

given Level One of the IAS, Spanish and English forms. Pupils in grades 2

and 3 were given Level Two of the IAS, Spanish and English forms. A
posttest was administered in May 1974. The pre- and posttest scores for

each student were recorded on Fortran coding sheets. Demographic data

were also collected for each student and recorded on individual student

registration forms. Students who did not have complete pre- and posttest

data were excluded from the analyses.

The unit of analysis was the student (n=l,383). Each student was

assigned an identification number. For purposes of statistical analysis,

students in bilingual bicultural education (independent variable) were

arbitrarily given a number code of 1: students in regular education (indepen-

dent variable) were assigned a number code of 2. Males were 1; females

were 2. The students' grade level was also assigned a number code as

follows: 4 for kindergarten, / for grade 1, 2 for grade 2, and .^ for grade 3.

In order to facilitate these analyses, pre- and posttests means and

standard deviations for each of the criterion variables were obtained by

group and by sex for each grade. The criterion variables were the students'
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verbal and nonverbal performance scores on the English Test (oral vocabu-

lary, numbers, association, and classification), and verbal and nonverbal per-

formance scores on the Spanish Test {vocabulario oral, numeros, asociacion, and

clasificacion).

FINDINGS

The general findings of this study support providing bilingual bicultural

education for Chicano students in grades kindergarten through 3 in that the

performances of the bilingual group were shov\/n to be significantly higher

than the performances of the comparative group in most of the criterion

measures analyzed. While there were only two instances where the regular

education group students outperformed the bilingual group students, there

were sixteen instances where opposite results were found. In short, of the

sixteen hypotheses tested on the English Test only seven were rejected. In-

terestingly, the Spanish Test results rejected eleven of the sixteen

hypotheses tested.

CONCLUSIONS

The following conclusions are derived from the analyses performed on each

criterion variable for students in each group for each grade, and the related

discussion on the findings reported by analysis of variance on the English

and Spanish subtests:

1. Chicano students in the early years of their educational development

perform better on standardized tests of general ability if they are taught

initially in their dominant language before they are introduced to

regular English language instruction.

2. As students progress to the upper grades a noticeable improvement is

detected in their subtest performance scores. This indicates that as

students enrolled in bilingual bicultural education programs progress in

their education, they will eventually perform at the same level as or

better than their peers in the regular education program.

3. Chicano students for the most part perform better on the verbal

sections of both the English and Spanish Tests, but their overall per-

formance is better on the Spanish Test.

RECOMMENDATIONS

The majority of the research done and the conclusions reached by investi-

gations of this kind have been inconclusive because of the continuous use of

existing, ongoing bilingual bicultural programs that are considered pilot

activities or otherwise experimental in nature. The conclusions presented

earlier will, it is hoped, add some light to this condition. The following are
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offered as recommendations:

1. A followup study for grades kindergarten through 3 using Spanish-

speaking and, perhaps, English-speaking students at a different

geographical area should be initiated.

2. A study that will investigate the effects of bilingual bicultural education

in grades kindergarten through 3 on other variables such as reading,

social studies, mathematics, and self-concept should be conducted.

3. A research effort with a primary focus on the validity and reliability of

the Inter-American Tests of General Ability and the Pruebas de

Habilidad General, with primary, elementary, and secondary school

populations of the different Spanish-speaking subgroups in the dif-

ferent parts of the United States, should be supported.

4. Investment of additional resources by the United States Office of

Education and the National Institute of Education to develop, imple-

ment, coordinate, and disseminate materials and research data of on-

going, exemplary programs should be supported.

5. It is recommended that the Office of Bilingual Education, United States

Office of Education, and the National Institute of Education launch a

national effort in cooperation with local, state, and other federal and

private agencies to research thoroughly the area of bilingual bicultural

education. This could provide an abundance of needed data on simi-

larities and dissimilarities of programs now in operation.

6. It is recommended that these agencies conduct analyses of the dif-

ferent teaching methods presently used throughout the country,

especially in ESEA Title VII programs, to determine the relative effect

these programs have on pupil performance, verbal and nonverbal.

7. It is imperative that researchers look closely at the results produced by

teaching children entirely in their native language, teaching English as a

second language, using dominant language instruction for extended

periods, alternating English and the dominant language continuously or

in sequence, and using the dominant language for one learning area and

English for another.

8. It is recommended that a comprehensive study of a descriptive nature

be launched to investigate all bilingual bicultural education programs

nationwide. Such a study should provide empirical data on analyses

performed in relation to program components: instruction, develop-

ment and dissemination of materials, testing and evaluation of instru-

ments, staff development, management and community participation

and involvement, and program cost effectiveness. It is hoped that such

data could reveal the nature and magnitude of the underlying dif-

ferences between successful and unsuccessful bilingual bicultural

education programs.
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APPENDIX

Point of Clarification

It is important to note that the research study submitted was completed in

fall 1976. It should be read in that context. The Dissertation Committee did

not accept the study until February 1979. A successful defense of the

dissertation was held 23 April 1979 and the Ph.D. degree was awarded 12

May 1979.

Population and Sample

Specific conditions were used in the selection of the population. This in-

vestigator was interested in studying the relationship between bilingual

bicultural education and regular education in the verbal and nonverbal

performances of Chicano students in grades kindergarten through 3. In

order to do this, specific conditions for the identification of projects that

offered these kinds of instruction had to be established. The following

conditions were used in identifying this population:

1. Projects had to be funded under the ESEA of 1965 as amended.

2. Projects had to be classified as Title VII and funded under the Bilingual

Education Act of 1968.

3. Projects had to be part of a primary or elementary school offering bi-

lingual bicultural education and regular education in grades kinder-

garten through 3 as part of the curriculum offerings.

4. Projects were required to have Spanish as the dominant language of

instruction and to be serving Mexican American students primarily.

5. Projects had to be located in a rural area with a population of 30,000 or

less in the southwest region of the United States.

Twelve projects which met these conditions for the 1974 fiscal year

were identified. A sample of 15 percent of these twelve projects was

selected at random. The sample consisted of these three projects serving

1,383 students in grades kindergarten through 3.



70 I Alejandro
^

REFERENCES

Advisory Committee for the Education of the Spanish Speaking and Mexi-

can Americans. A Challenge to Reality—El Desafio a La Realiiiad. Annual

Report to the Secretary of DHEW. 1 May 1973, pp. 20-21.

Andersson, T., and Boyer, M. Bilingual Schooling in the United States (2 vols.).

Washington, D.C.: U.S. Government Printing Office, 1970.

Carter, T.P. Mexican Americani< in School: A History of Educational Neglect. New
York: College Entrance Examinations Board, 1970.

De Leon, N. Chicanos: Our Background and Our Pride. Lubbock, Tex.: Trucha

Publications, 1972.

Galarza, E.; Gallegos, H.; and Zamora, J. Mexican Americans m the Southwest.

Santa Barbara, Calif.: McNally and Loftin, 1970.

Kerlinger, F.N. Foundations of Behavioral Research. New York: Holt, Rinehart

and Winston, 1973.

National Education Association. The Invisible Minority: A Report of the NEA-
Tucson Survey on the Teaching of Spanish to the Spanish-Speaking. Washington,

D.C.: National Education Association, 1966.

Rodriguez, A. "Bilingual Education." National Conference of Educational Op-

portunities for Mexican Americans. Austin, Tex.: Southwest Educational

Development Laboratory, 25-26 April 1968.

Steiner, S. La Raza: Tlie Mexican Americans. New York: Harper and Row, 1968.

U.S., Commission on Civil Rights. Toward Quality Education for Mexican

Americans. Washington, D.C.: U.S. Government Printing Office, 1974.

U.S., Department of Labor. Spanish -Speaking Americans: Tlieir Manpower

Problems and Opportunities. A reprint from the 1973 Manpower Report

of the President. Washington, D.C.: U.S. Government Printing Office,

1973.

Valencia, A.A. Bilingual-Bicultural Education for the Spanish -English Bilingual. Las

Vegas, N.M.: New Mexico Highlands University Press, 1972.



A Psycholinguistic Analysis of

the Oral Reading Miscues of Selected

Field-Dependent and Field-Independent

Native Spanish-speaking, Mexican
American First Grade Children

Arlinda Jane Eaton

Semifinalist, Outstanding Dissertations

National Advisory Council on Bilingual Education

Degree conferred August 1979

University of Texas at Austin

Austin, Texas

Dissertation Committee:

Thomas D. Horn, Co-chair

Rudolph F. Martin, Co -chair

George M. Blanco

Frank J. Guszak

Betty J. Mace-Matluck



About the Author

Currently Assistant Professor in Elementary Education at California State

University, Northridge, Dr. Arlinda ]. Eaton has focused on diagnosing

reading difficulties and facilitating reading progress among bilingual

students. She has conducted university courses on elementary school

reading education and bilingual teaching strategies, and elementary through

high school courses on English, Spanish, and language arts. Her publications

and presentations include analyses of the effects of learner characteristics

and type of instruction on reading achievement, development of diagnostic-

prescriptive reading programs, and workshops on teaching reading to

bilingual students.

^^ 11



SUMMARY

The present study was designed to analyze in depth and describe the oral

reading behavior of native Spanish-speaking Mexican American children

who were identified by the Children's Embedded Figures Test (Witkin, 1950) as

being field dependent (FD), field dependent/independent (FD/I), and field

independent (Fl) in cognitive style orientation, as they read in their native

language, Spanish, and in their second language, English.

Major findings include the following:

1. FD and FI groups looked like distinct groups when they read in both

languages.

2. Reading strategies employed did not vary according to the language in

which subjects read; there was one reading process.

3. All subjects drew on the same linguistic cue systems while reading in

both languages. Generally, Fls employed cue systems to a greater ex-

tent than did FDs.

4. Fls comprehended more during the reading act than did FDs in both

languages.

5. Fls retold a greater amount of their reading than did FDs. Both related

more in Spanish than in English.

STATEMENT OF THE PROBLEM

The purpose of this exploratory study was to investigate individual cogni-

tive processes, or styles, as they related to the oral reading strategies em-

ployed by native Spanish-speaking Mexican American, first grade children

as they read in both English and Spanish. The design of the study called for

an understanding of the oral reading strategies as revealed by an indepth

analysis of readers' miscues in their two languages. The Reading Miscue

Inventory (Y. Goodman and Burke, 1972) allowed the researcher to analyze

miscues at different levels of linguistic organization in order to describe the

ongoing processing.

Issuing from the problem statement were three general questions:

1. Does cognitive style, in particular field dependence/independence, in-

fluence an individual's orientation toward processing written language?

2. Do the reading strategies employed by a bilingual individual vary ac-

cording to the language in which he or she reads?

3. Is there more than one reading process?

The following specific research questions were developed from these

general questions:

73
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Do bilingual readers identified and grouped as FDs, FD/Is, and FIs

(Appendix A) reading in Spanish and English—

1. Employ the same linguistic strategies in their attempt to reconstruct

meaning from print?

2. Employ linguistic strategies to the same extent in their attempt to recon-

struct meaning from print?

3. Comprehend equally well while reading?

4. Verbally express an equal understanding of the material after they have

read?

5. Produce miscues which involve:

a. dialect

b. intonation

c. graphic similarity

d. sound similarity

e. grammatical function

f. correction

g. grammatical acceptability

h. semantic acceptability

i. meaning change?

The study, then, was basically descriptive, its goal being to describe lin-

guistically, as detailed in the Reading Miscue Inventory (RMl), what be-

haviors bilingual FD, FD/I, and FI children demonstrate when they read

orally.

PURPOSE OF THE STUDY

Readers are active participants in the reading act; they are not passive re-

actors merely repeating the author's words found on the page (K. Goodman,

1965). Consequently, readers' thoughts and language cue not only their ex-

pected responses (printed words), but also their observed responses

(deviations from printed words). This phenomenon leads one to believe that

readers' miscues, or deviations from print, are not random (Burke and K.

Goodman, 1970). They use the interrelated cue systems of language—
graphophonic, syntactic, and semantic—in conjunction with their concep-

tual and experiential background to reconstruct meaning from print. The

ways in which readers employ these cue systems may be referred to as their

linguistic strategies.

When individuals approach a reading task, they are confronted with a

situation of response uncertainty (F. Smith, 1973; 1978). As a means of

reducing this uncertainty, the readers impose their own organization upon

the task. They select only what they need from the cue systems in order to

reconstruct meaning from the print. Their selection is influenced necessarily

by their own established patterns of coping with environmental stimuli.
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Cognitive style patterns, in particular field dependence/independence, then,

may well influence the types of cues that readers select in order to recon-

struct meaning and to impose organization onto the reading task, as well as

the extent to which they use those particular cues.

The significance of this study can be viewed from several perspectives.

First, to the researcher's knowledge, of all the studies that have attempted to

relate reading and cognitive style, only two investigations (Davey, 1971;

Readence, 1975) have looked at reading as a language process. Davey dis-

cussed the cognitive style construct based upon the work of Kagan, which

refers to the manner in which an individual perceptually and conceptually

organizes and categorizes visual stimuli as analytic/nonanalytic. Readence,

on the other hand, studied the impulsivity/reflectivity dimension of cogni-

tive style. Therefore, the present study offered an original approach in the

sense that it involved the FD/I dimension as it relates to the reading process.

Second, this investigation looked at process rather than product, in contrast

to the large majority of recent studies within this area. As Goodenough
(Stone, 1976) has reported, cognitive style affects how one processes, not how

much. Consequently, those studies that correlated cognitive style and read-

ing achievement (Santostefano et al., 1965; Stuart, 1967; Watson, 1969;

Kaplan, 1969; Annesley, 1971; Wineman, 1971) are viewed with reservations

by this researcher. Too, the need to study interactions between linguistic

parameters and individual cognitive differences has been emphasized and

cited in the literature (Ohnmacht, 1970). Cognitive style research may offer

useful understandings of reading underachievement.

Last, never before have bilingual children alone formed the sample in

any of the investigations attempting to view reading as a process related to

cognitive style. Furthermore, no perceptual -style sample population has

ever read in two languages, as did the subjects of this study.

Therefore, the researcher considered the study substantially significant

and intended for it to (1) add supportive data from a bilingual perspective to

the body of reading miscue research; (2) prove useful to those engaged in

research of the reading process; (3) provide useful information to educators

and those responsible for curriculum planning for bilingual students; (4)

contribute to the growing understanding of the interrelationships of read-

ing as a language process with cognitive strategies; (5) add data to the most

extensively studied cognitive style— field dependence/independence; and

(6) generate new hypotheses concerning the reading process and the con-

struct of field dependence/independence.

DEFINITION OF TERMS

Native tongue, frequently used synonymously with mother tongue, first lan-

guage, or dominant language, is that language acquired first by a child and

used as a medium of communication. In this study, however, dominant

language was not used interchangeably with native tongue, mother tongue, or
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first language. There are a number of cases in which individuals' native

language is no longer their dominant language.

• Miscue refers to any response generated by the subject during oral

reading that does not correspond to the graphic display in the text.

• Cognitive style, as regarded in this study, is a characteristic mode of

mental functioning. Each individual has preferred and self-consistent

ways of processing information, of organizing what is heard, seen,

remembered, or thought about. Cognitive style is viewed as a stable

trait or a pervasive disposition in the individual.

• Field-dependent (FD) individuals are those whose perception is strongly

dominated by the overall organization of the prevailing field. Their

global quality of perception is characterized by a relative inability to

perceive parts of a field as being discrete units.

• Field-independent (FI) individuals are those who experience items as more

or less separate from the surrounding field, rather than fused with it.

• Field-dependent/independent (FD/I) individuals are those whose perception is

neither predominantly field dependent nor field independent; that is,

the individuals would fall somewhere between the two extremes of the

continuum.

THEORETICAL FRAMEWORK

Psycholinguistic Theory and Reading

Psycholinguistics is the study of the interrelationships of thought and lan-

guage. K. Goodman (1976b) has coined the term to express his view of

reading: namely, reading is a "psycholinguistic guessing game." An under-

standing of such a view of the reading process must depend on an under-

standing of how language works as well as an understanding of how
language is used. Reading, as of late, is seen as part of a process of com-

munication (F. Smith, 1973, 1978; Ruddell, 1976).

Working on the assumption that reading is a language process, K.

Goodman and his associates listened to children read aloud so that they

might analyze their oral reading miscues. The children not only supported

the validity of Goodman's assumption, but also generated numerous mis-

cues which in turn served as the base for the development of a theory and

model of the reading process (K. Goodman and Y. Goodman, 1977).

The basic premises that underlie a psycholinguistic view of the reading

process (K. Goodman, 1976c) include the following:

1. Reading is language. It is one of the two active/receptive language proc-

esses. Whether one is reading or listening, the goal remains the same:

comprehension of meaning.
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2. Readers are users of language. That is, they use language to obtain meaning.

Acceptance of this view leads to another: literacy becomes an extension

of a learner's natural language development (K. Goodman, 1972a).

Written language, therefore, is not secondary to oral language but

rather is an alternate, parallel form of language for literate language

users (K. Goodman, 1970).

3. Language is the means by which people communicate with each other. The written

form of language makes communication possible over space and time.

Reading, then, as defined by K. Goodman (1976a, p. 472), ".
. . is a com-

plex process by which a reader reconstructs, to some degree, a message en-

coded by a writer in graphic language." This definition makes readers active

participants; they interact with written language (K. Goodman, 1965). Their

reading behavior is cued or miscued during this interaction primarily by

four different cue systems operating simultaneously. These cues appear (l)

within words—letter-sound relationships, configurations, known little

words within bigger words, and recurrent spelling patterns; (2) in the flow

of language—patterns of words, inflections, function words, intonation, and

referential meaning of prior and subsequent language elements and whole

utterances; (3) external to language and reader—pictures, prompting by

others, concrete objects, and skills charts; and (4) within the reader—lan-

guage facility, experiential background, conceptual background, reading

attack skills, and learning strategies acquired or taught. Any combination of

these cues may be used by readers to reconstruct a message encoded by a

writer in graphic language.

The extent to which readers can get meaning from written language

depends on how much related meaning they bring to it (K. Goodman,

1977). Thus, in reading, meaning is both input and output (K. Goodman,

1972b). As stated by Smith:

Reading is less a matter of extracting sound from print than of bringing

meaning to print. The sounds that are supposed to reveal the meaning of

sequences of letters cannot in fact be produced unless a probable mean-

ing can be determined in advance. (Smith, 1978, p. 2)

It has proven to be far easier to read something for which the reader has a

strong conceptual background. Smith (1978) discusses this issue in terms of

visual and nonvisual information. The information on the printed page that

gets through the eyes to the brain can be referred to as visual information.

Nonvisual information, on the other hand, is the information already be-

hind the eyeballs, so to speak, not information one expects to find on the

page. Knowledge of the relevant language, of the subject matter, and of

how to read are all essential for reading and may be classified as nonvisual

information. A reciprocal relationship exists between visual and nonvisual

information. That is, the more nonvisual information readers have, the less
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visual information they need. This relationship exists because the non-

visual information lessens the readers' uncertainty in advance and reduces

the amount of visual information required to eliminate remaining uncer-

tainty. Smith contends that ".
. . what transpires behind the reader's eyes, in

the reader's brain, makes a far greater contribution to reading than the print

in front of the reader's face" (1978, p. 4).

Nature of Field Dependence/Field Independence

The term cognitive style has appeared in the psychological literature since the

turn of the century, with considerable contributions made by German

psychologists. It has been defined in various ways, as noted in Appendix B.

To explain the nature of the field-dependence/independence dimen-

sion, a historical approach is taken to describe with accuracy the evolution

of this dimension (Witkin, et al., 1977). In his earliest work, Witkin was con-

cerned with how people locate the upright position in space. He learned that

individuals make reference not only to the sensations from within their

bodies, but also to the visual environment around them. His subsequent ex-

periment dealt with separating the visual and bodily standards in order to

determine their roles in the perception of the upright.

In the Rod and Frame Test (RFT) the visual framework is a luminous

square frame which is presented to an individual in a completely darkened

room. Both the luminous frame and its rod can be rotated at their center,

clockwise or counterclockwise, independently of each other. As the frame

and rod are presented to an individual in various tilted positions, the task

becomes that of adjusting the rod to a position where it is perceived as up-

right, while the frame around it remains in its initial position of tilt.

Witkin noted marked individual differences among people in how they

performed this task. There were those who, in order for the rod to be per-

ceived as properly upright, found it necessary to fully align the rod with its

surrounding frame, whatever the position of the frame. On the other hand,

there were those individuals who, in making the rod straight, adjusted it

more or less close to the upright regardless of the position of the surround-

ing frame. In other words, they perceived the rod as an entity discrete from

the prevailing visual frame and determined the uprightness of the rod

according to the felt position of the body, not according to the visual frame

immediately surrounding it. Another important observation regarding per-

formance on this test was that the majority of people fell somewhere in

between these two extremes; performance was characterized as continuous.

Rather than have an external object (rod) serve as the object of per-

ception, Witkin decided to devise another test in which the individual's

body itself would serve as the object of perception. In the Body Adiu-tincnt

Test (BAT) the individual is required to sit in a chair, one that can be tilted

clockwise or counterclockwise, which is then projected into a small room

that can also be tilted clockwise or counterclockwise, independently of the
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chair. Once the chair and room are brought to specified tilted settings, the

individual is requested to adjust the chair to a position where it is ex-

perienced as upright.

A third test, similar to the two previous ones in its essential perceptual

structure, even though it did not involve the perception of the upright or the

body, was the Embedded Figures Test (EFT). This task involved showing an

individual a simple figure for a designated period of time. After the simple

figure was removed from the individual's sight, a complex figure was shown

to the individual who was then directed to locate the simple figure within it.

Witkin found that all three tests provided a quantitative indicator of the

extent to which the surrounding organized field had influenced an indivi-

dual's perception of an item within it: (l) the amount of tilt of the rod or

body, in degrees, once the items were reported to be straight; and (2) the

amount of time required to locate the simple figure within the complex

design. Furthermore, self-consistency in performance across the three tasks

was apparent. That is, the people who tilted the rod far toward the tilted

frame in making it straight were the same ones who tilted their body far

toward the tilted room to perceive the body as upright, as well as the ones

who took a long time to locate the simple figure within a complex design.

The common factor underlying the individual differences in perfor-

mance on the three measures is the extent to which a person perceives

analytically and overcomes an embedding context. Witkin employed the

terms field dependence and field independence to explain this phenomenon. Field

dependence refers to the mode of perception at one extreme of the per-

formance range, where the prevailing field strongly dominates perception.

At the other extreme of the performance range lies the mode of perception

referred to as field independence, where items are experienced as more or

less separate from the surrounding field. Moreover, scores from all three of

these measures of field dependence/independence form a continuous dis-

tribution, which indicates that classifications merely reflect a tendency, in

varying degrees of strength, toward one mode of perception or the other.

There is clearly no implication that two distinct types of people exist.

OVERVIEW OF ANALYSES OF DATA

The task of analyzing the data began after all audiotaping of the readings by

the subjects had been completed. The researcher listened to tapes of the oral

readings as many times as was necessary to ensure that all deviations from

the text could be precisely identified as well as added to the duplicated

copies which were initially marked at the time of the reading sessions. Each

tape was heard at least three times.

The second step in the analysis involved the coding of those deviations

which were counted and included as miscues in the study. Inclusion or ex-

clusion of miscues was determined by the guidelines set forth in the RMI (Y.

Goodman and Burke, 1972).
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The RMI required decisions in nine categories for each miscue pro-

duced. The questions used by the researcher to facilitate the classification of

miscues follow:

1. Dialect— Is a dialect variation involved in the miscue?

2. hitomtion—Is a shift in intonation involved in the miscue?

3. Graphic similaritu—How much does the miscue look, like that which was

expected?

4. Sound similarity—How much does the miscue sound like that which was

expected?

5. Grnmmatical function— Is the grammatical function of the miscue the same

as the grammatical function of the word in the text?

6. Conecticn— Is the miscue corrected?

7. Grammatical acceptability—Does the miscue occur in a structure which is

grammatically acceptable?

8. Senuuitit acceptability—Does the miscue occur in a structure which is

semantically acceptable?

9. Meaning change—Does the miscue result in a change of meaning?

Comprehension and grammatical relationships were also included in the

total analysis.

As each of the subject's twenty-five miscues was considered in each of

the above categories, the researcher recorded the answers by marking the

appropriate subcategories for each item on the Reading Miscue Inventory

Coding Sheet. Descriptive statistics obtained in each language for indivi-

duals and groups, identified by cognitive style orientation, consisted of per-

centage frequencies and means.

The statistical analysis of the RMI includes a retelling score which

measures the reader's understanding of that which has already been read.

According to the RMI, this score is obtained by adding points designated to

show the reader's awareness of character analysis, theme, plot, and events.

However, after personally communicating with Y. Goodman (1978), the in-

vestigator obtained retelling scores in the same manner as the Goodmans'

most recent research—the 100 retelling points were divided between char-

acter analysis and events; plot and theme were noted even though points

were not assigned to them. Seldom have researchers themselves been able

to agree on plot and theme.

Each story was analyzed in advance of the taping and numerical points

were assigned to each category so that, as the readers expressed their under-

standing of the selections, they accumulated points as their retellings cor-

responded to the precalculated analyses. Retelling scores were integrated

with the statistical data derived from the coding sheets for interpretation.

A comparative profile for each subject was compiled which summarizes
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all statistical findings in each language. Group comparisons in each of the

nine categories of the RMI have been depicted in tables and frequency dis-

tributions.

MAIN FINDINGS AND TENTATIVE CONCLUSIONS

1. Native Spanish-speaking Mexican American bilingual readers, identi-

fied and grouped as FD and FI in cognitive style orientation, looked like

distinct groups when they read in both Spanish and English. The
manner in which they processed printed material looked very much the

same across languages. For the most part, the FIs employed the various

cue systems to a greater extent than did the FDs.

2. The reading strategies employed by the bilingual subjects of the present

analysis did not vary according to the language in which they read; the

same strategies were applied across languages. These data support pre-

vious research findings which also indicate that there is one reading

process.

3. All subjects drew on the same linguistic cue systems in their attempts to

reconstruct meaning from print while reading in both their first and

second languages. The difference between the two extreme groups lies

in the extent to which they employed the cue systems.

4. The FI readers comprehended more during the reading act than did the

FDs in both Spanish and English. The FIs appeared to understand sub-

stantially more while reading in their first language, whereas the FDs
understood slightly more while reading in their second language.

5. Retelling figures paralleled each other across languages; the FIs retold a

greater amount of their reading than did the FDs. Both were able to

relate a considerably greater amount of their reading in Spanish than of

their reading in English.

IMPLICATIONS

The research findings set forth in this dissertation provide certain implica-

tions for instructional programs, as noted below:

1. The FI readers processed printed material in both Spanish and English in

a manner distinct from those readers identified as FD by the Children's

Embedded Figures Test (Witkin, 1950). Whatever the differences in cogni-

tive style strategies, once FI and FD cognitive style strategies have been
ascertained, practice with their less developed strategies should be pro-

vided for both groups.

2. Both the FI and FD groups read with more gain in meaning in Spanish, a

fact which seems to corroborate the notion that better oral control of a
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language provides better results in the beginning stages of the reading

process.

3. Since reading strategies were shown to be the same across languages,

these strategies need not be retaught when reading instruction com-

mences in the other language.
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APPENDIX A

The subjects were identified as FD, FD/I, and PI by the Children's Embedded

Figures Test (CEFT). The CEFT, developed by Witkin (1950), is a version of

the Embedded Figures Test (EFT) adapted for younger children. Designed after

the Gottschaldt figures, Witkin's task is one in which the child is shown a

simple geometric figure which is then removed while a complex drawing is

presented. This drawing, which contains a figure identical to the simple one,

constitutes the embedding context. Unlike the adult version of the test, the

simple figure is embedded in a meaningful context rather than in an abstract

design. The subject must identify and outline this simple figure in the

drawing.

The CEFT provided scores that formed a continuous distribution

ranging from 4 to 15. A median split was performed on these scores. The
median for the eighteen subjects was 10.5. The ten subjects whose scores

fell within one standard deviation from the mean, 9.8, were classified as

FD/I because their scores indicated that their perception was neither pre-

dominantly FD nor predominantly FI. Those subjects with scores that ex-

tended beyond one standard of deviation from the mean were considered

FIs; the latter numbered three in this sample. Those with scores that ex-

tended beyond a negative one standard of deviation from the mean were

five in number. For the purposes of this study, these five were classified as

FDs.
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APPENDIX B

The term cognitive style has been defined as follows:

... a psychological construct that abstractly represents a domain of ob-

servable behaviors . . . used most frequently to denote consistencies in in-

dividual modes of functioning in a variety of behavioral situations. (Coop
andSigel, 1971, p. 152)

... a term that refers to stable individual preferences in mode of percep-

tual organization and conceptual categorization of the external environ-

ment (Kagan, Moss, and Sigel, 1973, p. 74)

Cognitive styles can be most directly defined as individual variation in

modes of perceiving, remembering, and thinking, or as distinctive ways of

apprehending, storing, transforming, and utilizing information. It may be

noted that abilities also involve the foregoing properties, but a difference

in emphasis should be noted: Abilities concern level of skill—the more
and less of performance—whereas cognitive styles give greater weight to

the manner and form of cognition. (Kogan, 1971, p. 244)

First, cognitive styles are concerned with the form rather than the content

of cognitive activity. They refer to individual differences in how we per-

ceive, think, solve problems, learn, relate to others, etc. Vne definition of

cognitive styles is thus cast in process terms. . . . Second, cognitive styles

are pervasive dimensions. They cut across the boundaries traditionally—

and, we believe, inappropriately—used in compartmentalizing the human
psyche and so help restore the psyche to its proper status as a holistic

entity. ... A third characteristic of cognitive styles is that they are stable

over time. This does not imply that they are unchangeable. . . . Fourth,

with regard to value judgments, cognitive styles are bipolar. This char-

acteristic is of particular importance in distinguishing cognitive styles

from intelligence and other ability dimensions . . . each pole has adaptive

value under specified circumstances, and so may be judged positively in

relation to those circumstances. (Witkin et al., 1977, pp. 15-16)
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SUMMARY

The purpose of this study was to determine which surface elements and

deep elements of Mexican American culture were included in three Spanish/

English bilingual education programs in Texas.

The findings indicate that the surface culture elements being reinforced

by the majority of the programs are traditional songs in Spanish, Mexican

crafts, and culinary activities. Surface culture elements receiving little rein-

forcement are Mexican dances and Chicano music; Mexican American his-

tory and Mexican American personalities; and folk tales, proverbs, poetry,

and word play in the Spanish language. Deep culture elements were found

to be reinforced on an impromptu basis rather than in organized lessons.

Deep culture elements being reinforced with organized lessons were family

ties, folk myths, grooming and presence, subsistence, time concept, and

values. The elements having less organized discussion were esthetics, ethics,

precedence, and rewards and privileges. Those elements having little or no

reinforcement were ceremony, courtship and marriage, health and medi-

cine, gesture and kinesics, ownership, rights and duties, religion, sex roles,

space and proxemics, and tabu.

In summarizing the results of this study, it remains evident that trans-

mitting or reinforcing culture in the bilingual education classroom remains

one of the most misinterpreted and inadequately achieved goals of bilingual

education instruction.

STATEMENT OF THE PROBLEM

Prior to the civil rights movement, the idea of biculturalism or multicul-

turalism was not associated with the educational process. If individuals chose

to maintain more than one cultural identity, they did it of their own will and

often at the expense of being socially and educationally ostracized by the

majority group. The Bilingual Education Act of 1968, Title VII, Elementary

and Secondary Education Act (ESEA), the first legislation of its type in U.S.

educational history, attempted to redress the miseducation of ethnic

minority children whose home language was other than English and whose

culture was other than Anglo Saxon (Herrmann, 1975). This legislation

provides for the development of greater competence in English, more pro-

ficiency in the home language, reinforcement of the home culture by the

school, and increased emphasis on equal educational opportunities. The

document describes bilingual education as:

. . . the use of two languages, one of which is English, as mediums of in-

struction for the same school population in a well -organized program

which encompasses part or all of the curriculum and includes the study of

the history and culture associated with the mother tongue. (U.S. Depart-

ment of Health, Education, and Welfare, 1968: 1-2)

89
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The phrase ".
. . history and culture associated with the mother tongue"

legitimatized the teaching of cultural diversity in public elementary and

secondary schools. The 1974 amendment to ESEA expanded this instruction

into higher education, teacher training, and vocational training.

A decade has passed since the initial legislation was approved, and the

idea of cultural pluralism is having an enormous impact in areas where the

needs of disenfranchised groups are beginning to be met. The world is in a

state of change, and one change in particular is that of its view of the role of

culture in a diverse society.

A number of thoughtful proponents of cultural pluralism in U.S.

education state unequivocably that it is not enough for the school to recog-

nize language differences; it is also necessary to accept cultural differences in

order to enhance a student's achievement (Ulibarrf, 1970; Litsinger, 1973).

Other educators have stated the case for cultural diversity eloquently

(Ramfrez, 1973; Leyba, 1973; and Hernandez, 1974). Sullivan (1974) coined

the term "educational culturalism" to reflect the concern for including cul-

ture in the curriculum. Castaneda, Leslie, and Ramfrez (1974) demanded

"cultural democracy," the basic right of the child to develop and maintain an

identity based on the socialization experiences of childhood. Gonzalez

(1974) has developed a rationale for "culture-based and cultural context

teaching" for Spanish/English bilingual programs with emphasis on the

Chicano of the Southwest. Herrmann (1975) has analyzed the cultural com-

ponents of six French/English bilingual programs in New England and

Louisiana by using Hall's (1959) map of culture. Seelye (1974) has set forth

some strategies for the foreign language teacher in his book, Teiuluns;; Culture.

But, as of this date, little has been done to identify which elements of the

Mexican American culture should be or are actually being reinforced or

taught in the bilingual bicultural classroom in Texas. It would seem, there-

fore, that bilingual programs would profit greatly from such information.

ORGANIZATION OF THE STUDY

The organization of the study is as follows:

Chapter I. hitroiiuiliofi to the Stiuiu: This chapter includes a background for

the study, definition of culture, a discussion of its place in bilingual educa-

tion programs, and the procedures of the study.

Chapter U. Review of Related Literature: The literature reviewed is derived

from the fields of anthropology, sociology, psychology, social sciences,

educational curriculum, foreign language instruction, and bilingual educa-

tion.

Chapter III. Deuriptwn of Viree $pani<h/Etis:li>h Bilni^ual Pro^am^: This chap-

ter contains a description of the three sites involved in the study and is based
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on actual observation, tape recordings of the questionnaire sessions, dis-

cussions with the teachers, and examination of curriculum materials.

Chapter IV. Results of the Questionnaire: This chapter contains the findings

from the questionnaire. The results from each district are presented in ap-

propriate tables.

Chapter V. Smnmari/ and Recommendations: This chapter includes a summary
of the study, summary of the findings, recommendations for program im-

plementation, and recommendations for further research.

PURPOSE OF THE STUDY

The primary purpose of this study was to identify the elements of culture

from the perspective of several disciplines and to determine the elements of

Mexican American culture that are actually included in three bilingual

education programs in Texas.

This study sought to accomplish the following objectives:

• To review and analyze the literature pertaining to teaching culture in

the areas of anthropology, sociology, psychology, and language teach-

ing, and to draw from it inferences for bilingual education curriculum

• To identify research and information pertaining to the teaching of cul-

ture in the bilingual classroom

• To identify the elements of Mexican American culture (surface culture

and deep culture) that are reinforced or included in three Spanish/

English bilingual education programs (grades 1 through 3) in Texas

• To describe cultural instruction in three bilingual education programs in

Texas (grades 1 through 3)

• To make recommendations for the improvement of instructional

methodologies and materials used to present elements of culture in

Spanish/English bilingual education programs in Texas.

DEFINITION OF CULTURE

From a rudimentary educational perspective, Seelye's definition, "culture is

seen to include everything people learn to do," (1974, p. 10) can best serve

as a basic concept for this study.

Brooks (1966) divided culture into two categories

—

formal culture and

deep culture. A more recent term, surface culture, has become associated with

formal culture. For the purpose of this study, surface culture and formal culture

are used interchangeably. Brooks refers to formal culture as consisting of

. .
.
the products of artistic endeavor, achievements of intellectual and

artistic genius, deeds of heroic valor and concepts of lofty spirit, and
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various modes of significant thought, genteel living, and racial vigor.

(1966, p. 4)

Deep culture, on the other hand refers to

. . . the thoughts and beliefs and actions, the concerns and hopes and

worries, the personal values, the minor vanities and the half serious super-

stitions, the subtle gradations of interpersonal relationships as expressed in

actions and words, the day-by-day details of life as it is lived

(1966, p. 4)

At the risk of oversimplifying the terms, this study considered the tan-

gible elements of the Mexican American culture as surface culture and the

intangible elements as deep culture. Surface culture elements are those

u^hich are to an extent concrete and can be presented in a classroom situa-

tion. This category includes such items as language components, songs,

dances, arts and crafts, foods, holidays, history, etc. Deep culture elements

have to do with attitudes and feelings tov^ard certain topics.

PROCEDURE

This study involved three Texas school districts offering Spanish/English

bilingual education programs. The school districts selected are located in dif-

ferent geographic regions: the High Plains of West Texas, Central Texas,

and extreme South Texas. Each site has a different percentage of Mexican

American population, has different economic situations, and differs from

the others in proximity to the Mexican border.

Onsite visits were made to three schools in each district. Data were

gathered in a total of nine schools. The schools participating in the study

were selected in consultation with the bilingual education directors of each

district.

A questionnaire was administered to all available instructional per-

sonnel of the bilingual classes in grades 1 through 3. The questionnaire was

administered in each school under the supervision of the researcher. Each

group was also recorded on tape. These tape recordings were used in de-

scribing the attitudes and feelings of instructional staff toward Mexican

American culture as well as toward the questionnaire itself. The researcher

was available during the questionnaire sessions to clarify or give additional

examples of the items included in the questionnaire. The results of the ques-

tionnaire were organized into thirty-three tables throughout the disserta-

tion.

SUMMARY OF THE FINDINGS

Averages can be derived relating to the presentation or reinforcement of the

cultural elements with which this study dealt. The following is an interpre-

tation of these findings.
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Surface Culture

Certain averages may be assumed concerning musical activities in the bi-

lingual education classroom. Traditional songs in Spanish were used by 83

percent of the teachers while only 66 percent of the teachers used con-

temporary songs in the Spanish language. Fewer than half, 48 percent, of the

teachers used rondas in their classroom activities. Traditional Mexican dances

were taught by 31 percent of the teachers whereas only 11 percent used

contemporary or popular dances in their activities.

Averages from the measurement of language arts activities show that

only 68 percent of the teachers used Spanish language children's stories.

Although 49 percent of the teachers indicated that they used Spanish lan-

guage folktales, two sites listed only English language fairy tales that had

been translated into Spanish. Sayings or dichos and proverbs or refranes were

used by 31 percent of the teachers. Spanish poetry or versos averaged 61

percent usage while 67 percent of the teachers reported using drama and

role play. Therefore, it can be assumed that approximately two-thirds of the

bilingual education teachers who participated in the study emphasized chil-

dren's stories, poetry and versos, and drama or role play in the Spanish

language during their language arts activities. The cultural items given less

emphasis were folktales, dichos, and refranes.

Averages for craft and culinary activities are as follows: Traditional

Mexican crafts were incorporated into the art activities by 31 percent of the

teachers. Only 18 percent of the classes had special art projects representa-

tive of Mexican American culture. None of the classes was exposed to con-

temporary Chicano artists or other Spanish-speaking artists from Latin

America or Spain. The origin or history of foods related to Mexican Ameri-

can culture was discussed by 31 percent of the teachers while 44 percent of

the teachers prepared some of the foods in the classroom.

Discussion activities provide the following averages: Mexican patriotic

holidays were discussed by 51 percent of the teachers. Religious holidays

related to Mexican American culture were discussed by 51 percent of the

teachers, also. Personal holidays and observances were discussed by 37

percent of the teachers. Discussion of historical contributions related to

Mexican Americans appears to be the least pursued activity in the bilingual

education classroom. Only 5 percent of the teachers discussed the contri-

butions of the Spanish-speaking peoples during the discovery period of

Mexico, and only 2 percent of the teachers discussed the contributions of

the Spanish-speaking peoples during the colonization of the southwestern

United States. No discussion activities related the contributions of the

Spanish-speaking peoples during the vast immigration period from Mexico,

from 1910 to 1950, nor during the Chicano movement. Historical Mexican

personalities were discussed by 35 percent of the teachers, while 21 percent

of them discussed local Mexican American citizens.



94 / Gonzales

Table 1 shows the overall averages of the sites studied. The column

marked Table indicates the table in the dissertation proper from which the

percentages were derived. Topic 1 includes both categories of Spanish lan-

guage songs: traditional and contemporary. An example of the percentages

shown would be: of the teachers who do teach songs in Spanish, 71 percent

do so between ten and fifty minutes per week, 1 percent do so between one

and two hours per week, 2 percent do so between three and four hours per

week, none does so five or more hours per week, and 26 percent do so by

the instructional unit. Table 1 reflects the percentages of only those teachers

who are engaged in those activities listed in the table. The reader is referred

to the preceding narrative to review the percentages of teachers who are

engaged in these activities.
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Deep Culture

In the category of deep or intangible cultural elements, this study dealt with

twenty parameters of Mexican American culture. The responses to these

items by sites are found in Table 2. Each item contains four columns. An
example of the percentages shown for item 1 would be: 52> percent of the

teachers do not reinforce the parameter of ceremony, of the 47 percent who
do reinforce ceremony, 5 percent do so with organized lesson plans and

materials while 95 percent do so on an impromptu basis as circumstances

arise. Therefore, it is logical to assume that a relatively high percentage in

the Yes column and in the Impromptu column would mean that that the

cultural item would receive such minor attention that in reality it would not

form a significant part of the teaching activities.

Consequently, the parameters of culture less frequently reinforced

(those receiving between 32 and 83 percent negative responses) are

Table 2

Parameter of Culture

Averages of the Sites Studied

Do you discuss the
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ceremony, courtship and marriage, health and medicine, gesture and

kinesics, ownership, rights and duties, religion, sex roles, space and

proxemics, and tabu. Therefore, it can be assumed that approximately two-

thirds of the bilingual education classes studied receive no reinforcement or

minimal reinforcement in ten of the parameters.

The parameters of culture receiving more reinforcement than the pre-

ceding group but less than 30 percent organized discussion are esthetics,

ethics, precedence, and rewards and privileges. The parameters of culture

receiving the greatest amount of organized reinforcement (between 31 and

53 percent) are family ties, folk myths, grooming and presence, subsistence,

time concept, and values.

IMPLICATIONS

The following points focus on changes that are pertinent to making bilin-

gual education programs bicultural. No particular order or priority is in-

tended by the sequence in which they are listed, since they are equally im-

portant to an effective bilingual bicultural program.

Training Bicultural Teachers

The challenge of preparing teachers who are bicultural rests upon the same

institutions of higher learning that for so many years produced teachers who
exemplified middle class assimilation educational theory. Higher education

must meet this challenge through the following strategies:

• Incorporate reading of culturally oriented books and materials into

reading requirements

• Require competencies in cultural areas

• Require a high degree of competence in the target language through

practical language courses, pedagogy courses taught in the target lan-

guage, field experiences in the community, or study abroad

• Design programs that correct the inadequacies shown by this study in

the areas of Mexican American history, contributions of the Spanish-

speaking peoples to the real world, language arts activities, and the in-

tangible elements of the Mexican American culture.

Retraining Present Staff

Unfortunately, many unqualified yet certified teachers remain in bilingual

education classrooms today. It is to be hoped that they will soon be re-

placed by recent graduates of institutions with adequate bilingual education

preparation and training. School districts throughout the state must deter-

mine the cultural inadequacies of its teaching staff within its bilingual pro-

gram and take steps to alleviate them. This process can be accomplished
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through self-evaluation, needs assessments, inservice education, university

training, travel, involvement with social and political organizations, etc.

Suggestions for improving staff inadequacies include the following:

• Provide inservice training programs with bicultural emphasis

• Revise teaching manuals and guides to include cultural topics in all

subject areas

• Encourage teacher participation in culturally relevant activities in the

school and community

• Involve the culture of the home in the school's teaching activities

• Compile reading lists of pertinent books, articles, and pamphlets

• Use the target language as much as possible in everyday school com-

munication by faculty, staff, and administrators, since language is an

integral part of culture.

CURRICULUM CHANGES

Curriculum development personnel need to determine the significant

factors of the bilingual child's culture and incorporate those elements into

the curriculum of the district. A bicultural or multicultural curriculum for

any school district can be achieved by means of the following:

• Involve the cultural groups in the establishment of cultural goals and

priorities

• Adapt present curriculum to reflect cultural differences and similarities

• Sequence cultural materials throughout the various grade levels.

CONCLUSION

This study sought reassurance that bilingual bicultural education programs

in Texas presented both the Anglo and the Mexican American cultures as

equally valued, and that the students in bilingual education classes were

being instructed in two languages with reinforcement of both cultures. It is

obvious that such is not the case in the majority of the classrooms involved

in this study. Bilingual bicultural education in Texas occupies a compen-

satory status in which the sharing of culture remains a sound, but one-direc-

tional, theoretical construct.
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SUMMARY

This study was designed to determine whether there was a relationship

between the language orientation of Chinese American primary-grade

children in the San Francisco Unified School District and their racial/

ethnic attitudes. Three linguistic groups of Chinese American children were

compared: (1) monolingual Chinese speakers (MCS), (2) monolingual

English speakers (MES), and (3) bilingual English and Chinese speakers

(BECS), as determined by a state-adopted assessment instrument.

The study determined no significant intergroup differences in racial/

ethnic classification of self and others, nor in the ability to see racial/ethnic similarity of

Chinese models to self and fathers. However, the BECS group was found to be

significantly more accurate in perceptions of racial/ethnic similarity to mothers.

Although the three groups were not found to be significantly different in

acceptance of Chinese or in bias, they were significantly different in acceptance of

Caucasians, preference, self preference, and overall affective racial/ethnic attitude. In most

cases where significant differences were found, the MCS group favored a

Chinese orientation, the MES group favored a Caucasian orientation, and

the BECS group was relatively balanced in its attitudes.

STATEMENT OF THE PROBLEM

The issue of how the school should cope with linguistic and cultural dif-

ferences is very controversial today. Traditionally, schools in the United

States have attempted to eliminate these differences in order to assimilate

culturally different students. As a result, many cultural groups have been

affected in a variety of ways. In the case of Chinese Americans, they have

tended either to adhere exclusively to Chinese culture and language, to

totally assimilate as English speakers, or to develop and maintain dual

language and cultural abilities. The different language orientations which

are characteristic of Chinese Americans may be related to their attitudes

toward themselves and other people. The present study investigated this

relationship.

A historical overview of the Chinese American experience in this

country discloses over 100 years of racial and ethnic discrimination. It is

marked by distinct periods, during which Chinese and Chinese Americans

have attempted to survive under adverse conditions. Racism against the

Chinese in America, which has existed since the 1850s, developed into panic

proportions in the second half of the nineteenth century and early 1900s. In-

stitutionalized racist practices and personal prejudices have continued to

exist. Chinese Americans represent a wide spectrum of linguistic and cul-

tural orientations because of the treatment they have received in this

country. Chinatowns still exist, where Chinese and Chinese Americans live

their daily lives totally within a Chinese environment. Other Chinese

101
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Americans have lost all vestiges of Chinese identity; these have become
completely assimilated and speak only English. Those who developed bi-

lingual ability have found that they are able to function either in China-

towns or in English speaking environments. However, they may also be

affected by a growing identity crisis among Chinese Americans.

Bilingual crosscultural education is partially an attempt to accommodate

the linguistic and cultural differences of all students. The United States

Supreme Court case Lau v. Nichols, involving Chinese American students in

San Francisco, was a landmark for bilingual education as well as a major

breakthrough for Chinese Americans. The development of bilingual cross-

cultural programs could result in the reduction of negative racial /ethnic

attitudes which affect this group. Racial attitudes should be investigated to

determine means for improving upon them.

PURPOSE OF THE STUDY

The present study was designed to determine the relationship between

language orientation and racial/ethnic attitude among young Chinese

American students. The study sought to do so by comparing the specific and

overall racial/ethnic attitudes of three different Chinese American linguistic

groups: monolingual Chinese speakers (MCS), monolingual English

speakers (MES), and bilingual English and Chinese speakers (BECS). The

specific and overall racial/ethnic attitudes provided the dependent variables

for the investigation. Seven specific attitudinal forms were identified in the

literature, from which the hypotheses could be formulated. The study was

also designed to investigate the interactive effects of grade level and sex.

The significance of this study could lie in its potential for promoting a

bilingual crosscultural approach in the schools in order to reduce prejudice

and develop intercultural and interracial harmony.

REVIEW OF THE LITERATURE:
THEORETICAL FRAMEWORK

The literature was reviewed in four areas: (1) the relationship of language,

thought, and perception; (2) attitude formation and behavior; (3) race and

racial attitudes; and (4) racial/ethnic attitudes among children. Each area was

reviewed with a particular focus upon the needs of this study. The in-

vestigator sought to develop continuity of thought as the review in these

four distinct areas was developed. The basic results of the review are sum-

marized as follows:

1. The interrelationship of language, thought, and perception seems to

have implications for attitude development, including the development

of racial/ethnic attitudes. The Sapir-Whorf Hypothesis, which proposes
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that language is a guide to social reality, provides a conceptual frame-

work in this area. Culture provides the content for language expression;

both language and culture shape thoughts and perceptions.

Attitudes about race have historically been derived from racial

concepts. These concepts vary from those which are completely

physiological in nature to those which attribute nonphysical char-

acteristics to the races. Racial attitudes include racial theories, prejudice,

and discrimination. The nature of these racial forms was reviewed.

Studies indicate that children have developed racial/ethnic awareness

and attitudes by the age of three. These attitudes become increasingly

negative as children get older. They appear to be influenced by parents

and other people and situations in their environment.

HYPOTHESES

Based upon a review of the literature, a research design was developed and

thirteen null hypotheses were written for the study. Each of ten hypotheses

involved a different kind of racial/ethnic attitude. An eleventh hypothesis

measured overall affective racial/ethnic attitude. Two additional hypotheses

focused on the interaction of grade level and sex with linguistic grouping to

affect overall affective racial/ethnic attitude.

Hypothesis 1: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic classification ability.

Hypothesis 2: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic self-classification ability.

Hypothesis 3: There is no significant difference among the MCS, MES,

and BECS groups in perception of racial/ethnic similarity to self.

Hypothesis 4: There is no significant difference among the MCS, MES,

and BECS groups in perception of racial/ethnic similarity to their own
fathers.

Hypothesis 5: There is no significant difference among the MCS, MES,

and BECS groups in perception of racial/ethnic similarity to their own
mothers.

Hypothesis 6: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic acceptance of Chinese.

Hypothesis 7: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic acceptance of Caucasians.

Hypothesis 8: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic preference.
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Hypothesis 9: There is no significant difference among the MCS, MES,

and BECS groups in racial/ethnic self-preference.

Hypothesis 10: There is no significant difference among the MCS,
MES, and BECS groups in racial/ethnic bias.

Hypothesis 11: There is no significant difference among the MCS,
MES, and BECS groups in overall affective racial/ethnic attitude.

Hypothesis 12: There is no significant difference among the MCS,
MES, and BECS groups in grade level interaction with overall affective

racial/ethnic attitude.

Hypothesis 13: There is no significant difference among the MCS,
MES, and BECS groups in sex interaction with overall affective racial/

ethnic attitude.

METHODS AND PROCEDURES

Two instruments were used for the study: the San Diego Observation

Assessment Instrument (SDOAl), and the Morland Picture Interview (MPI).

Existing SDOAl results in the San Francisco Unified School District were

used to identify the linguistic groups. The MPI, an individual interview in-

strument which includes ten kinds of racial/ethnic attitudes, was the sole in-

strument used to gather data.

The sample consisted of 150 primary-grade (K-2) Chinese American

children from five schools in the San Francisco Unified School District.

These were randomly selected from among 300 children who were pre-

viously stratified into the three linguistic groups. The data were gathered at

each school site, with each child being individually interviewed in a room

near his or her classroom. Only one person, the investigator, conducted the

interviews. English or Chinese was used to interview the children. The inter-

views were scored with a numerical scale designed for this study.

The data were then analyzed, using one-way Analysis of Variance

(ANOVA) to test for significant difference at the 0.10 level. In cases where

such a difference was found, the Scheffe test of multiple comparison was

used to identify the specific differences. Two-way ANOVA were used to

test the interactive hypotheses.

DEFINITION OF TERMS

Among the technical or restricted terms used in this study are the following:

• Host (dominant) culture: That culture which predominates in a country.

• Tnuiilwnal: Basic orientation to the native, mother culture (that of China,

Hong Kong, or Taiwan).
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Atraditional: The total absence of traditional cultures; assimilation by the

host, or dominant, culture.

DualisHc: Basic orientation to the native (Chinese) and host, or dominant,

culture.

Monolingual: A person who speaks only one language (i.e., a monolin-

gual Chinese speaker or a monolingual English speaker).

Bilingual: A person who speaks two languages, although perhaps not

equally. In this study, the term refers to those students who are suffi-

ciently proficient in English and Chinese.

Bilingual education: The use of both the English language and another

language (usually the native tongue) as mediums of instruction in the

schools. It is not foreign language teaching.

Accuhuration: The process of socialization which introduces a second

culture, usually a host culture, to members of a more traditional culture.

Assimilation: The total disappearance of the native culture and its re-

placement by the host culture in the acculturation of a person.

Segregation: Isolation of people or groups from distinct people or groups.

De juris segregation: Segregation which is authorized by legal statute.

De facto segregation: Segregation which exists without legal sanction.

Desegregation: The removal of segregation; a physical merger of distinct

people and groups.

Integration: Articulation among members of distinct groups.

Chinese American: A U.S. resident who is descended from Chinese im-

migrants.

Racial/ethnic: A modifier used in this study to refer to groups, attitudes,

or behaviors which are identified through either racial or ethnic criteria.

Racial/ethnic classification ability: The ability of children to distinguish

among members of different racial/ethnic groups.

Racial/ethnic self-classification: Apparent identification of a child with a

particular racial/ethnic group.

Perception of racial/ethnic similarity to self and to parents: Ability of children to

perceive racial/ethnic similarities of models to themselves and parents.

Racial/ethnic acceptance: The willingness of children to play with children

of their own racial/ethnic group or another group when no choice is

involved.

Racial/ethnic preference: The willingness of children to play with children

of their own racial/ethnic group or another group when they are free to

choose.
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• Racial/ethnic bias: Children's evaluation of qualities among members of

different racial/ethnic groups.

• Language orientation: The apparent language ability categorization of a

given group (e.g., monolingual English speakers).

FINDINGS OF THE STUDY

The following findings were determined from the testing of the thirteen

null hypotheses:

1. The cognitive racial/ethnic attitudes (abilities) of young Chinese

Americans are relatively consistent, regardless of language orientation. The

retention of Hypotheses 1 through 4 showed, as anticipated, that the ability

of Chinese American students to accurately classify self (Hypothesis 1) and

others (Hypothesis 2) according to racial/ethnic criteria and to accurately

perceive racial/ethnic similarities to self (Hypothesis 3) and their fathers

(Hypothesis 4) is not related to language orientation. Perception of racial/ethnic

similarity to their mothers (Hypothesis 5), however, is related to language

orientation. The BECS group was found to be significantly more accurate in

its perception than either the MCS or MES group. This finding was a result

of the rejection of Hypothesis 5.

2. The affective racial/ethnic attitudes of the Chinese American sample

were found to be related to language orientation where anticipated and not

to be related where it was not anticipated. As expected. Hypothesis 6: racial/

ethnic acceptance of Chinese was retained, as was Hypothesis 10: racial/ethnic bias.

Regardless of language orientation, the Chinese American children accepted

and were biased toward their own people. The rejection of Hypotheses 7, 8,

9, and 11 showed that significant relationship exists between language

orientation and the variables of racial/ethnic acceptance of Caucasians, preference,

self-preference, and overall affective racial/ethnic attitude. In all cases, the MCS group

was the most Chinese oriented and the BECS groups showed a balance of

racial/ethnic attitudes. The MES group tended to shift in position, but was

usually Caucasian oriented.

3. The investigation of the interactive variables of grade level and sex

upon overall affective racial/ethnic attitude showed no effect of grade level

interaction but a highly significant effect of sex interaction. In particular,

bilingual children were found to be much more apart in overall affective

racial/ethnic attitude than the children in the MCS and MES groups.

CONCLUSIONS

In the development of conclusions about the racial/ethnic attitudes of chil-

dren in this study, it should be noted that these attitudes exist within a

nation that has emphasized race as an important criterion. With this con-
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sideration in mind, one should not consider the findings of the present study

in isolation, but rather within the context of the national situation. The sub-

jects in this study were in kindergarten, first, and second grades. This is a

very formative age, where much can be done to develop positive attitudes.

The orientations shown by this study, then, are indicative of what may be

found among similar groups of children outside of this particular situation.

The attitudinal tendencies should serve as a starting point for diagnosis of

language and attitudes among children.

As reflected in the literature, the development of racial/ethnic attitudes

begins with awareness. In essence, this means the development of racial/

ethnic cognitive skills. Children learn to differentiate between individuals

and groups on the basis of racial/ethnic criteria. The identified cognitive

forms of racial/ethnic attitudes used in this study are classification ability

(self and others), and the ability to identify racial/ethnic similarities to

oneself and one's parents.

Affective forms of racial/ethnic attitude reflect persons' feelings toward

themselves and others. The literature has shown that these affective forms

are, basically, acceptance (own groups and others), preference, self-pre-

ference, and bias. Acceptance of one's own and other groups is an indicator

of self-identity. Preference for one group or another is a more complex

level of attitude. One's self-identity and feelings toward both groups can

result in the development of self-preference. Bias is a qualitative attitude,

whereby one compares two groups according to perception of worth.

The general data on levels of racial/ethnic awareness in the present

study are consistent with the literature. The ability of children to classify

and self-classify according to racial/ethnic criteria is very high. However, at

a very early age, children are less able to see racial/ethnic similarities in

themselves and in their parents than to simply classify. This evidence sug-

gests a hierarchy in these abilities.

Since the literature makes no reference to the affective racial/ethnic

attitudes of Chinese Americans, the findings reported here have no specific

basis for comparison. However, reference can be made to the studies cited

in Chapter 2 of the dissertation itself regarding other non-Caucasian groups,

such as Blacks and Chicanos. In general, within this study, Chinese Ameri-

cans showed attitudes which identified them relatively close within their

own racial/ethnic group, compared with other groups previously studied.

The reader is reminded that the present study was concerned with the

comparison of linguistic groups according to the specified racial/ethnic at-

titudes. Although mention is made regarding the general attitudinal

tendencies of Chinese American children, the focus of the study is on inter-

group comparisons. These, of course, make possible the recognition of the

relationships being investigated. In general, the conclusion is drawn that

there is a significant relationship between language orientation and racial/

ethnic attitude among Chinese American primary-grade students.



108 / Kwok

IMPLICATIONS FOR EDUCATION

The findings of fhis study provide serious implications for the education of

Chinese American children. Early recognition and identification of racial/

ethnic attitudes could help numerous children to overcome serious learning

handicaps. The psychological effects of negative racial/ethnic attitudes are

harmful to students in terms of their self-identity and their ability to get

along with others. If the schools are to be successful in their efforts toward

integration, they should strive to identify these attitudes. Once this is done,

the schools can concentrate upon designing appropriate educational pro-

grams to remove the racial/ethnic barriers that divide children.

This study has determined that there is a significant relationship

between language orientation and racial/ethnic attitude. After showing that

Chinese American students, regardless of language orientation, can classify

and distinguish very well when racial/ethnic criteria are used, the study

found significant differences among the linguistic groups in the area of racial/

ethnic similarity to mothers. Bilinguals were distinctive in this regard, as they

were in acceptance of Caucasians, preference, self-preference, and overall racial/ethnic

attitudes. In most cases, bilinguals were found to exhibit less pronounced

racial/ethnic attitudes. The scores of the BECS group were almost always

more moderate than those of the other two groups. In contrast, the MCS
group showed extreme tendencies in every case where significant dif-

ferences existed. The MES group wavered between Caucasian orientation

and a neutral position. This may be indicative of loss of identity, with move-

ment toward the Caucasian end of the scale. The present study suggests that

bilingualism is related to a more moderate racial/ethnic attitude.

In the sex interactive hypothesis, it was shown that bilingual males and

females tend to separate in their attitudes toward Chinese and Caucasians.

This tendency needs to be explored further, since it was an unexpected

finding of the study. Although bilinguals as a group, in this study, tend not

to exhibit extreme racial/ethnic attitudes, the differences between bilingual

boys and girls necessitate intensive further study.

As school programs are developed to meet the needs of Chinese

American children, they should focus on the development of bilingualism.

Dual language ability offers a vehicle for the development of moderate

racial/ethnic attitudes. Chinese American students, then, should be pro-

vided the opportunity to become functionally bilingual in both Chinese and

English. The development of healthy attitudes about their own and other

racial, ethnic, and cultural groups should be an integral part of their educa-

tion. Once it is determined what causes differences in attitude between

bilingual boys and girls, means should be found to further improve this area.
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SUMMARY

The purpose of this investigation was to determine if bilingual children

score significantly higher on a testing instrument normed in Spanish or on

an English translation of the same test. Hispanic kindergarten and second

grade children enrolled in school in a California community were tested on

the Illinois Test of Psycholinguistic Abilities (ITPA) standardized on a

monolingual Hispanic population, and its English translation.

Half the children at each grade level were tested first in Spanish and
again within four days in English. The other half of the subjects were tested

in English first and then Spanish. Two results indicated the following:

1. Bilingual children scored as well or better on the English translation of

the Spanish ITPA. The kindergarten children scored significantly higher

on the English translation on two of the ten subtests. The second grade

children scored significantly higher on the English translation on four of

the ten subtests and on the total score.

2. The difference between the performance of the children on the Spanish

and English tests appeared to be primarily on tests in the auditory-vocal

channel, rather than on tests in the visual-motor channel.

This work was the first to be used as Spanish standardized instrument,

and the results raised serious questions about using Spanish instruments to

test bilingual children, as the courts have mandated.

STATEMENT OF THE PROBLEM

The purpose of this investigation was to determine if bilingual Hispanic

children score significantly higher on a test instrument standardized on

monolingual Hispanic children or on an English translation of the same test.

During the last decade there has been increased pressure on public

school systems to test bilingual children in their primary language. In Cali-

fornia, the case of Diana v. State Board of Education (1970) required the retest-

ing of over 22,000 Spanish-speaking children. The courts banned the use of

English intelligence tests, saying they unfairly classified as handicapped

some children of normal intelligence. In Lau et al. v. Nichols et al. (1973) the

court mandated that the San Francisco school district provide English lan-

guage instruction to approximately 1,800 students of Chinese ancestry. Here

the court ruled favorably for bilingual education and committed itself to act

should enforcement difficulties arise. In Guadalupe Organization, Inc. v. Tempe

Elementary School District (1972) the court required retesting of bilingual

children in their primary language to determine if any bilingual children had

been incorrectly assigned to special education.

These cases and others have increased the demands on school districts

to test bilingual children in their primary language (Serna v. Portales Municipal
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Schools, 1973; Diana v. State Board of Education, 1970; United States v. Texas, 1971;

Aspira of New York, Inc. v. Board of Education of the City of New York, 1972). These

court decisions, however, have been based on opinion rather than on

empirical knowledge. Actually, courts have not been presented with

scientific evidence that bilingual Hispanic children score higher on tests ad-

ministered in Spanish than on tests in English. Legal action, instead, reflects

societal opinions. It is important to note what little empirical evidence does

exist.

REVIEW OF LITERATURE

In reviewing the literature in this area, it becomes clear that there is great

disparity among researchers and also among members of the court as to

what hilingtial means. 'To see life," Leopold (1939) said, "bilingualism is

present when two languages are used as . . . media of discourse." The court

in Aspira v. Board of Education of the City of New York, (1972) implied that all

Spanish-surnamed children are possibly bilingual and should be tested in

Spanish.

Another approach to the question of bilingual children's ability was to

compare their scores on group intelligence tests with standardized norms.

Early researchers attempted to look at these children's test performance by

administering group intelligence tests to them (Colvin and Allen, 1923;

Pintner, 1923; Hill, 1936; Hirsch, 1926; Rigg, 1928; Jamieson and Sandiford,

1928; Barbe, 1933; Arsenian, 1945; Yoshioka, 1929; Mitchell, 1937; Stark,

1940). It was found that bilingual children score lower than monolingual

children on group intelligence tests. The criticism of using group tests made

it important to look at research utilizing individually administered intelli-

gence tests, verbal and nonverbal.

Researchers utilizing individually administered intelligence tests often

tested children in English only. That is, they did not test the same children in

two languages and then compare performance (Pintner and Keller, 1922;

Lester, 1923; Seidl, 1937; Spoerl, 1943; Darcey, 1946; Altus, 1953; Anastasi

and de Jesus, 1953; Roca, 1955; Levinson, 1959; Kittell, 1963; and

Christiansen and Livermore, 1970). These studies lead to the conclusion that

bilingual children are penalized on individual verbal intelligence tests ad-

ministered in English and not penalized on nonverbal individual intelligence

tests administered in English.

Four studies tested bilingual children in two languages, by translating

the English test into another language. Three of these four studies found

that bilingual children are not penalized on individually administered in-

telligence tests when tested in English (Anastasi and Cordova, 1953;

Hickey, 1972; Palmer and Gaffney, 1972). One study, however, (Levan-

dowski, 1975) found that the children scored lower in English than in their,

native language.



Perez / 113

From these studies, one may conclude that it is not yet possible to

answer with finality the question of whether bilingual children are

penalized on individually administered verbal and nonverbal intelligence

tests when tested in English.

PURPOSE OF THE STUDY

The purpose of this study was to determine whether or not bilingual His-

panic children score significantly higher on the Spanish version of the ITPA

standardized on Latin American monolingual children than on an English

translation of the same test. The investigation attempted to answer the

following questions:

1. Is there a significant difference between kindergarten bilingual chil-

dren's scores on the Spanish version of the ITPA and its English trans-

lation?

2. Is there a significant difference between second grade bilingual chil-

dren's scores on the Spanish version of the ITPA and its English transla-

tion?

3. Is there a significant difference between the auditory-vocal and visual-

motor channel scores of bilingual children on the Spanish version of the

ITPA and its English translation?

PROCEDURE

Subject Selection

The subjects for this study were selected from the total population of chil-

dren in the kindergarten and second grade bilingual program of a city in the

San Francisco Bay area. There was a total of 132 children in the kindergarten

and 165 children in the second grade voluntary bilingual program. The
following criteria were used in selecting the bilingual subjects for this ex-

periment:

1. All children were in the voluntary bilingual program.

2. Teacher and program assistant both agreed that the children had de-

veloped expressive and receptive use of both Spanish and English.

3. The children and parents reported that Spanish is spoken in the home.

A total of twenty -eight children met these criteria at the second grade

level and twenty-six at the kindergarten level. Approximately 80 percent of

the mothers and S5 percent of the fathers were born in Spanish-speaking

countries. The remaining parents were born in the United States.
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All subjects were from a middle class or lower socioeconomic com-

munity. Subjects' families were considered to be of low socioeconomic

status if they qualified for free meals at school, to be of middle class if they

did not. Approximately 1& percent of the subjects used in this study were

from middle socioeconomic families and 71 percent were from lower socio-

economic families. The families of all fifty-four subjects (combined kinder-

garten and second grade) identified themselves to be of Spanish American

culture.

Tests Used

The Spanish version of the Illinois Test of Psycholinguistic Abilities and an

English translation of the Spanish version were used to test all subjects. The

Spanish ITPA is not a simple translation of the English ITPA, but is an

adapted test looking at the same psychological operations but standardized

on monolingual Spanish-speaking children. The item analysis and tentative

norms for the Spanish version were based on samples of children from

Mexico, Columbia, Peru, Chile, and Puerto Rico.

Design

All subjects were tested on the Spanish ITPA and its English translation.

Half of the children at each grade level were tested first in Spanish and then

tested in English within four days. The other half of the subjects were tested

in English first and then with the Spanish test within four days of the first

test administration. All testing was done under optimum conditions in the

school the child attended. Any talking before the testing was done by the

examiner in the language in which the child was to be tested. The tester and

researcher, who is himself Hispanic (raised in Chicago), is bilingual and

biliterate. The writer also assisted in the training of testers in U.S. cities and

Latin America for the purpose of developing tentative norms.

RESULTS

Kindergarten

Table I presents the analysis of variance (ANOVA) results for repeated

measures for the total scores, raw scores on the two channels and two levels,

and scores of the subtests of the Spanish version of the ITPA and its English

translation using twenty-six bilingual kindergarten children. The following

will be seen from this table:

1. There were no significant differences betv/een the means of total test

scores on the two versions of the test.

2. There were no significant differences between the means of the

auditory-vocal channel or of the visual-motor channel on the two ver-

sions of the test.
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Table 1

Raw Score Means, Standard Deviations, and Significance of

Difference between Spanish Version of the ITPA and its EngUsh

Translation Administered to Kindergarten Subjects (N = 26)
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Second Grade

Differences between scores on the Spanish ITPA and scores on its English

translation for the second grade group are presented in Table 2. This table

presents the ANOVA for repeated measures for the raw scores of the total

scores, scores in the two channels and two levels, and on the subtests of the

Spanish version of the ITPA and its English translation using twenty-eight

bilingual second grade children. The following will be seen from Table 2:

1. In contrast to the kindergarten children the second grade children

showed significant differences in favor of the English translation and (a)

the total test mean (p<.05), (b) the representational level (p<.01), and

(c) the auditory vocal channel tests (p<.01).

2. On the subtests there were significant differences in favor of the

English translation on four of the five auditory-vocal tests (Auditory

Comprehension, Auditory Association, Verbal Fluency, and Auditory

Sequential Memory).

3. There were no significant differences on the five visual-motor tests.

It appears that by the time the Hispanic children of this sample reach

second grade they tend to test higher on an English translation of the

Spanish standardized test.

Channel Differences

Table 3 presents the stanine means of the auditory-vocal channel, visual

motor channel, standard deviations, F ratio, and significance of the dif-

ference between the Spanish ITPA and the English translation administered

to kindergarten and second grade subjects.

It is obvious from Table 3 that the bilingual subjects of this study, at

both the kindergarten and second grade levels, scored significantly higher

on tests in the visual-motor channel than on tests in the auditory-vocal

channel. These results support the supposition that bilingual children are

penalized on auditory-vocal tests, compared with visual-motor tests,

whether the test is administered in English or in Spanish.

SUMMARY AND DISCUSSION

A Spanish version of the ITPA and its English translation were administered

alternately to kindergarten and second grade Hispanic children from bilin-

gual classes in the San Francisco Bay area. The findings were as follows:

1. The kindergarten children scored the same in English as in Spanish ex-

cept for two auditory-vocal tests, on which they scored significantly

higher in English.
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Table 2

Raw Score Means, Standard Deviations, and Significance of

Difference between Spanish Version of the ITPA and its English

Translation Administered to Second Grade Subjects (N = 28)

Spanish English

Subtests Mean SD Mean 5D F Ratio p

Total Test Means 176.47 26.87 197.49 35.88 6.59 <.05

Auditory Vocal

Channel Mean 74.03 22.41 94.03 26.41 8.94 <.01

Visual Motor

Channel Mean 97.31 8.28 96.34 11.82 .23 NS
Representational

Level Mean 99.14 19.31 112.14 25.60 9.74 <.01

Automatic Level Mean 70.20 9.36 73.95 10.56 2.25 NS
Visual Association 16.18 2.85 16.29 2.93 .04 NS
Auditory Association 12.72 828 17.93 7.79 4.70 <.05

Visual Comprehension 16.86 2.97 16.86 2.89 NS
Auditory

Comprehension 12.85 5.97 15.71 6.20 4.05 <.05

Verbal Fluency 32.67 8.99 42.64 12.97 15.28 .01

Motor Expression 17.10 4.00 16.25 3.74 1.70 NS
Auditory Integration 14.14 5.49 15.61 4.51 1.25 NS
Visual Integration 44.32 4.79 44.10 6.34 .04 NS
Auditory Sequential

Memory 8.18 2.31 10.68 3.13 16.40 <.01

Visual Sequential

Memory 14.21 2.75 14.21 2.78 NS

Table 3

Stanine Means of Auditory-Vocal Channel Scores and Visual-Motor

Channel Scores, together with Standard Deviations, F Ratios, and
Significance of Difference between Spanish ITPA and EngUsh

Translation Administered to Kindergarten and Second Grade

Subjects (N = 54)

Auditory-Vocal Channel Visual-Motor Channel

Mean SD Mean SD F Ratio p

Kindergarten

(N = 26)

Spanish

English

Second Grade

(N == 28)

Spanish

English

3.05
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2. The second grade children scored significantly higher on all auditory-

vocal tests except one.

3. On the visual-motor tests both groups scored equally in English and

Spanish, and equal to the average standardization norms.

4. Neither group scored significantly higher in Spanish on any of the ten

tests of the ITPA.

5. The major deviation in scores for each group was in the auditory -vocal

channel whether the test was administered in Spanish or English.

The results from this sample of Hispanic children throw doubt on the

wisdom of the court decisions that require bilingual Hispanic children to be

tested in the language that is predominant in the home. A more logical

decision in determining placement may be to examine bilingual children

with nonverbal or visual-motor tests, since these children tend to score

lower in auditory-vocal or verbal tests whether the test is in Spanish or

English.

Testing for educational purposes rather than placement requires a

determination of specific needs. The results of this study suggest that special

emphasis be placed on basic language development in either Spanish or

English, or both.
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SUMMARY

The purpose of this study was to determine whether there is a relationship

between student achievement and specific ethnic and profile characteristics

of the student and the teacher. The focus of the study were Mexican and

Mexican American students enrolled in fifty-eight bilingual settings, grades

kindergarten through 6.

A significant relationship was found between cooperative response and

the achievement of Mexican and Mexican American students in a bilingual

setting in areas of both reading and math. Mexican and Mexican American

students respond negatively to a cooperative teacher in the lower grades (K-

2) and positively in the upper grades (3-6). The reverse is held then to be

true: Mexican and Mexican American students respond positively to the

competitive teacher in the earlier grades and respond negatively to the com-

petitive teacher in the upper grades. Influence, both positive and negative,

was at the 5 percent level of significance.

A bilingual setting with a Chicano teacher who is bilingual yields

positive results in the areas of reading and math. The findings further seem

to indicate that the use of the language other than English within the bi-

lingual setting is not the only factor that has a positive influence on reading

and math scores. Systematic differences in social motivations and learning

styles existing among different ethnic student populations would seem to

contribute at a significant level.

THE PROBLEM

The Plight of the Non-English-Speaking Child

The most signal failure in U.S. education is the failure to provide equality of

educational opportunity for the non-English-speaking child. The primary

reason for this has been the erroneous assumption on the part of our school

system that every child entering school is English speaking and therefore

ready to receive instruction through and in that language; ergo, the sole

medium of instruction is English. The result has been an alarming dropout

rate for the non-English speaking, as well as serious academic retardation for

the majority of those of limited English proficiency who do remain in

school.'

In 1971, the U.S. Commission on Civil Rights sought to examine the

degree to which schools in the Southwest were succeeding in the education

of minority students, specifically the Mexican American. The commission

focused on school holding power, reading ability, grade repetition, over-

ageness, and participation in extracurricular activities as indicators of the

extent to which the school was succeeding or failing.'

Findings indicated that, in California, school holding power was better

than in the Southwest as a whole. Even so, fewer than two out of every

123
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three Mexican American students, or 64 percent, ever graduate. By the

eighth grade, about 6 percent have already left school. (See Table 1.)

More striking than the percentage loss in California is the actual

number of students involved. If the present holding power rate in the Cali-

fornia survey area persists throughout the state, of the approximately

330,000 Mexican American students in grades 1 through 6 in 1968, about

120,000 or 36 percent will have failed to graduate from high school.'

The reading achievement of the Mexican American student in Cali-

fornia is poor to begin with and does not improve in the higher grades. In

California, contrary to findings in other southwestern states, reading

achievement does not worsen appreciably as the children progress through

school. However, more than half of all Chicano students in the California

survey area are already below grade assignment by the fourth grade. (See

Appendix A.)

Upon graduation, 63 percent are reading below grade level and 39

percent have not advanced beyond the tenth grade level in reading. Nearly

one quarter, or 22 percent, of the twelfth grade Mexican American students

in California are reading at the ninth grade level or lower. Concern is

heightened by the realization that an estimated 36 percent of Mexican

Americans have left school by grade 12 because of low school holding

power.''

Severe overageness of minority students is another area of concern. The

lowest proportion of Chicano students who are overage is found in Cali-

fornia, compared with the numbers found in other southwestern states. One
out of every 43 Mexican American eighth graders is two or more years

overage, compared with one out of every 125 Anglos. Much of this over-

ageness is related to the limited English proficiency of Mexican American

students; in many schools in the Southwest, Mexican American children are

frequently required to repeat the first grade until they are judged to have

sufficient mastery of the English language to study subjects in English.

Dropout rates and overageness would appear to be closely related. In

the Southwest, the degree of overageness actually decreases in the

secondary schools. The percentage of Mexican Americans who are overage

drops from 9.4 in the eighth grade to 5.5 in the twelfth grade. (See

Table 1

School Holding Power: California



Sanchez / 125

Appendix B.) It is estimated that at least 41 percent of Mexican American

eighth graders who are overaged do not stay in school long enough to com-

plete the twelfth grade/

A National Problem

Scattered throughout the United States today there are approximately 5

million school children who are having difficulty in U.S. public schools be-

cause they cannot communicate in the language being used to teach them.

These children are not defective or learning impaired in any sense. Their

difficulty stems from the fact that they came from a background in which

English is not a primary language. The Mexican American is the largest

linguistic minority group in the nation (about 70 percent of the non-English-

speaking population are Spanish speaking), but the problem of educating

the non-English-speaking child includes many language groups other than

the Spanish speaking. They range in age from six to eighteen years and

represent thirty different language groups. The problem of educating the

non-English-speaking child is of national concern. It is a problem affecting

not merely a single language group or region, but rather the entire nation.*

IMPORTANCE OF THE STUDY

The mandate to improve the achievement level of Mexican American

children by providing them with equitable and quality education stems

from a history of legal action, federal legislation for compensatory and

bilingual education, and the increasing recognition of the need to deal with

the cultural attributes of the students.

Since the Bilingual Education Act (P.L. 90-247) was enacted in 1968,

bilingual education has become a reality. The U.S. school is at last making

room for ethnicity. In bilingual education the teacher capitalizes on the lan-

guage the child brings to school. The students have already internalized the

sound patterns of a language, and their written work is based on those

sounds. If these sound patterns are English, the beginning instruction is in

English; if they are Spanish, the instruction is in Spanish. Simultaneously

with such instruction, the second language is introduced systematically. At

the beginning this instruction is for a rather small percentage of the time,

with large periods devoted to learning in the native language. In this phase

of instruction, the sound patterns of the second language are taught before

proceeding to the written language. Following this procedure, the children

learn two languages well. The students' cognitive development is continued

while learning a second language. Also, the children avoid the trauma of

finding themselves in a world where their language and culture are sudden-

ly denied.'

There is a concern that bilingual education has concentrated on estab-

lishing itself and that in most cases it has presented, in the non-English Ian-
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guage, the same curriculum that was originally geared to the middleclass

Anglo student. The concern lies in whether just using the non-English lan-

guage is sufficient or whether there are other factors within the educational

system of the majority culture that could be affecting the achievement level

of the Chicano child.

In light of these concerns and in an effort to address the different needs

Chicano children would seem to have, the investigator focused on the learn-

ing and motivational styles of these students and their effects, positive or

negative, on the achievement levels in the areas of reading and math. By

including information of this nature in the curriculum for the training or re-

training of teachers, the educational system in a pluralistic society would ad-

vance a step in meeting the needs of these students.

DEFINITION OF TERMS

• Bilmgual setting: A classroom designated by a school district as providing

assistance for the limited- and non-English-speaking student.

• Goal structures: The types of interdependence existing among students.

The term specifies the ways in which students relate to each other and

to the teacher in working toward the accomplishment of instructional

goals.

• Cooperative goal structure: When students perceive that they can attain

their goal if, and only if, the other students with whom they are linked

can obtain their goal (Deutsch, 1949). If one student achieves the goal,

all students with whom the student is linked achieve the goal.

• Competitive goal structure: When students perceive that they can obtain

their goal if, and only if, the other students with whom they are linked

have failed to achieve their goal. Competitive interaction is the striving

to achieve one's goal in a way that blocks all others from achieving the

goal.

• Alratiitional Communit}/: A Mexican American community whose

members are most influenced by mainstream American, middleclass

values.

RESEARCH DESIGN

The present investigation was concerned with whether there is a relation-

ship between social motivation as reflected in the goal structures within the

classroom and the achievement of the Chicano student in the areas of

reading and mathematics, and the nature of such a relationship. As a start-

ing point, the investigator adopted the findings of Ram'rez and Castarieda

(1970, 1974) that Chicano children are field dependent compared with

Anglo children who are field independent, and Kagan's (1972, 1975, 1976,
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1977), Madsen's (1967, 1970, 1972), and Knight's (1977) findings indicating

that differences exist between the cooperative and competitive orientation

of Mexican American and Anglo children. In the study the investigator

compared achievement among Chicanos in the areas of reading and

mathematics when taught within a cooperative goal structure and within a

competitive goal structure.

The present investigation followed a previous study by Cordero (1978)

which focused on teacher training. Cordero's study (1978) took place in

Oxnard, California, with teachers presently assigned to local, state, and

federally funded programs designated as "bilingual settings." Forty teachers

enrolled in a class entitled "Cultural Variables Affecting the Learning of

Chicano Children." The teachers were divided into two groups. Both groups

were exposed to the same readings; that is, findings of research in the area of

cooperation and competition as it relates to the Chicano child.

One group was exposed to a confluent intervention designed to

develop cooperative strategies. This intervention included the three com-

ponents of self-science, Gestalt learning theory, and group process. The de-

sign was presented with an emphasis on competitive and cooperative be-

havior patterns and how these patterns emerge in teaching. Participants

were exposed to a highly competitive situation and then allowed to do a

cooperative project. They were then given the opportunity to design a

series of cooperative activities for their classrooms while working in the

context of a support group which provided feedback and a safe environ-

ment to experiment. As part of the self-science, participants were asked to

keep a journal of their interior dialogues for each situation. Gestalt learning

theory consisted of an introduction concentrating on readiness exercises

rather than a therapy situation. These exercises were designed to increase

effective and authentic communication. Working in dyads and small groups,

teachers participated in exercises such as: "Tell me how you are terrific";

"Tell me how you suffer"; "I", "You", "It" monologues; top-dog/underdog

exercises; and practice in giving the others feedback.

The three components of the teacher training program follow the

Yeomans model. The first part involving self-science is the innermost circle,

the intrapersonal domain. Gestalt theory, involving self-awareness as well,

was directed toward communication with the other or the interpersonal

domain. The extrapersonal domain, the outer circle, would deal with the

functioning of the group.

For the second group, readings were provided in the areas of coopera-

tion and competition, but delivery was the traditional lecture and discussion

approach. The following topics were covered in the readings:

1. The status of the Chicano and the internal and external variables con-

tributing to that status

2. Culture, the curriculum and the teacher; how culture is transmitted ex-

plicitly and implicitly; the school as an acculturating institution
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3. Locus of control; is the Chicano fatalistic?

4. Sex roles, relationships to authority: a function of socioeconomic status,

culture, sex? How are these roles and relationships reflected in the

educational setting?

5. Cooperative versus competitive learning styles

6. Implications of cooperative and competitive learning styles for the

classroom

7. Field dependence/independence and implication for the classroom.

The present study, following that of Cordero (1978), explored relation-

ships between achievement of Mexican, Mexican American, and Anglo

American students in reading and math and the competitive motivations

and behaviors exhibited by teachers, and their use of cooperative or less

cooperative goal structures within the classroom. The major concern was

the achievement of the Mexican and Mexican American student; however,

in order to explore student achievement in light of the research cited pre-

viously, it was essential that teachers' roles and teachers' styles, both teach-

ing and interpersonal, be examined.

FORMULATION OF OPERATIONAL HYPOTHESES

Following the review of the literature on cooperation and competition

among Mexican, Mexican American, and Anglo American children, the

following hypotheses were formulated for investigation in the present

study:

Hypothesis 1. There is no relationship between the (1) teachers' co-

operative self-perception, (2) cooperative response in a dilemma situation,

or (3) ability to provide cooperative learning opportunities in the classroom,

and the achievement of Mexican students in the areas of reading and math.

Hypothesis 2. There is no relationship between the (1) teachers' co-

operative self-perception, (2) cooperative response in a dilemma situation,

or (3) ability to provide cooperative learning opportunities in the classroom,

and the achievement of Mexican American students in the areas of reading

and math.

SUMMARY OF FINDINGS

The purpose of this study was to determine whether there is a relationship

between student achievement and specific ethnic and profile characteristics

of the student and the teacher. Ramfrez and Castaneda's (1974) research

provided a theoretical base for addressing this question. One aspect of their

research on field dependence/field independence, that is, cooperative versus
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competitive interpersonal styles, was selected for further investigation. This

study investigated the relationship between ethnicity and achievement

within cooperative versus less cooperative goal-structured classrooms.

The focus of the study were Mexican and Mexican American students

enrolled in fifty-eight bilingual settings in grades kindergarten through 6. To
determine if there was a relationship between student achievement and

specific ethnic and profile characteristics of the student and the teacher, the

independent variables, were identified. Since the primary concern of the

study was the achievement of Mexican and Mexican American students,

classification was made in the following manner:

A: non-English-speaking student.

B: limited-English-speaking student.

C: bilingual or fluent English-speaking, Spanish-surnamed student

achieving below Q,. (Q,: fiftieth percentile on national norms for tests

used.)

D: bilingual or fluent English-speaking, Spanish-surnamed student

achieving above Q^.

E: fluent English-speaking, non-Spanish-surnamed student.

The independent variables with respect to the teachers were as follows:

• Cooperative response—This was determined by teacher response as

measured in the three-instrument design by Cordero (1978). (Found in

text of present dissertation.)

• Teacher training—Three groups were identified: Group One had received

the confluent training; Group Two received the didactic training; and

Group Three served as the control group and received no training.

(Overview of confluent and didactic training is found in text of present

dissertation.)

• Ethnicity—The model made reference to the teachers' being Chicano/

Chicana.

• Grade level—The grade level taught by teachers included in the study

was identified.

Each independent variable was analyzed separately from the dependent

variable, as it became evident that analysis of a general profile of indepen-

dent variables and the dependent variable would not be appropriate. To
analyze the data so as to include all the information at hand, a multiple

regression prediction technique was used. The group of independent

variables included were only those that contributed to the model and were

significant at the 5 percent level. Post scores on the California Test of Basic

Skills (CTBS) in English reading and math were used as the dependent vari-

able. In identifying cooperative response Cordero (1978) used three instru-
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ments: an Observation instrument, a Prisoner's Dilemma Game (PDG), and

a Behavior Descriptive Questionnaire (BDQ). Since each instrument yielded

different magnitudes of cooperative response for all teachers, six models

were necessary, three for post-reading regression and three for post-math

regression.

INTERPRETATION OF RESULTS

The constant term was significant at the 5 percent level across the six

models. Cooperative response on the Observation instrument relates in a

positive way at a 5 percent level of significance to the post-reading and

post-math scores. In the first three models, students in categories A, B, and C
obtained negative results on post-test reading scores. This, however, was

expected since the testing instrument was in English. The progression from

classification A to C (English speaking) decreased in negative influence as

reading or speaking ability improved. Since the sample of students was

taken from a bilingual setting, this result would indicate a steady sequential

acquisition of English as a second language. The category C student, though

still achieving below Q,, showed a steady progression towards the mean.

The same progression was evident in the post-math regression.

It was expected that with succeeding generations the cognitive style of

Mexican American children would become increasingly field independent

with greater exposure to the influence of Anglo American culture (Knight

and Kagan, 1977; Ram'rez and Castaneda, 1974; Dershowitz, 1971). The

findings of the present study did not support this view. On the contrary, the

findings were similar to those of Buriel (1975), who looked at first, second,

and third-generation Mexican Americans and found second and first

generations to be more field independent and closer to the Anglo American

norm of greater field independence. Analyzing the data it is evident that a

cooperative teacher has a negative influence on post-reading and post-math

scores in the lower grades and a positive influence in the upper grades. It

would seem then, that the Mexican and Mexican American students

experience greater success in the lower grades (K-2) with a competitive

teacher, and in the higher grades with a cooperative teacher. This is a direct

reversal of the acculturation model. The positive influence of category D
student and a cooperative teacher further supports the reversal, for the D
student would represent Ramfrez and Castarieda's (1974) atraditional com-

munity, and Buriel's (1975) third generation students who have become

field dependent in their style of learning and more responsive to the co-

operative teaching style. Buriel sees third-generation Mexican Americans

acculturating more to the life style of the banio or community rather than to

the Anglo American culture. The findings in this study would tend to

support Buriel's theory of greater field independence with first- and second-

generation students and greater field dependence with third-generation

students.
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CONCLUSIONS

On the basis of the findings in the present study, the operational hypotheses

stated in the research design may be rejected. A significant relationship was

found between cooperative response and the achievement of Mexican and

Mexican American students in a bilingual setting in both the areas of

reading and math. Mexican and Mexican American students respond

negatively to a cooperative teacher in the lower grades (K-2) and positively

in the upper grades (3-6). The reverse then is held to be true: Mexican and

Mexican American students respond positively to the competitive teacher

in the earlier grades and respond negatively to the competitive teacher in

the upper grades. Influence, both positive and negative, was at the 5 percent

level of significance.

The findings would seem to indicate that confluent or similar training

can contribute to raising the teachers' level of awareness of the needs of

Mexican and Mexican American students, seeing them as whole persons

and recognizing their cognitive and motivational learning styles within the

different grade levels in the educational process. The training of teachers

should include an awareness of preferred goal structures and strategies by

which goal structures may be implemented in the classroom. Rather than

matching students who prefer cooperative goal structures to teachers who
may be competitive in their approach, teachers should receive training in

both approaches in order to enable them to utilize appropriate goal struc-

tures that respond to the needs of students at different grade levels.

There would seem to be a need for sensitivity to both cooperative and

competitive modes and for applying the appropriate mode with students in

various content areas. The results of the present study indicate that math

might be taught confluently and reading didactically, with the exception of

the category D student who responds positively to a confluent teacher. It

appears that Mexican and Mexican American students prefer competitive

motivational style and goal structures in the lower grades and cooperative

motivational style and goal structures in the upper grades. The reliability

and validity of the instruments used in identifying cooperative motivational

style have not been established at present. Further research is needed in this

area, using either instruments that are more fully refined or tests that are

more appropriate to measure the behaviors under investigation.

The continuous progression toward the norm in both reading and math

would seem to indicate that bilingual settings assist the student in the

acquisition of reading skills in English. However, data indicating whether

this acquisition is greater than in a monolingual setting is not available be-

cause of lack of a comparison group. Further research is needed.

A bilingual setting with a Chicano teacher who is bilingual yields posi-

tive results in the areas of reading and math. The negative influence in

reading scores with the category A student is cancelled by the fact that this

influence can be primarily attributed to the language of the test— i.e., testing

is in English for students receiving instruction in Spanish. The findings
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further seem to indicate that the use of the language other than English

within the bilingual setting is not the only factor that has a positive influence

in reading and math scores; motivational learning styles also seem to contri-

bute at a significant level.

RECOMMENDATIONS

These recommendations for further research are based on the findings and

conclusions draw^n in the preceding section.

1. A replication of the study should be made to identify teachers' pre-

ferred teaching style using instruments that have more explanatory

power than the instruments used by Cordero (1978).

2. Followup research is needed to determine whether students were in

effect competitive in their motivational style in the lower grades, or just

responding to a competitive style.

3. Further research is needed using more clearly defined bilingual classes,

e.g.. Title VII programs, and comparing these classes with non-Title VII

classes. This would enable the investigator to include as a variable the

bilingualism of both the teacher and the students being taught in the

language other than English, and to allow for specific analysis of the

motivational and cognitive learning styles and their relationship to

achievement.

4. Further research is needed in the area of bilingual education, comparing

clearly defined bilingual classes with nonbilingual classes, and using as

the independent variable the use of the language other than English in

the instructional program.

5. Although students classified as A, B, or C seem to demonstrate steady

progression away from the negative influence of not knowing the lan-

guage of instruction that is being tested, there is no evidence that this is

an effect of the bilingual setting or a process of natural maturation

through contact with the dominant culture. More research is necessary

in the area specifically involving bilingual education.

6. Longitudinal studies are needed using matched comparison groups to

determine the kinds of students who respond to a confluent approach in

teaching and the age levels at which this response is maximized.

The task is left for future research to systematically explore and further

ascertain whether the types of learning environment provided in schools are

more or less effective, given differences in the relative dominance of various

motives.
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NOTES

1. Manuel Ramfrez III, "Cultural Democracy: A New Philosophy for

Educating the Mexican American Child," National Elementanj Principal 50,

No. 2, 1970.

2. Albar A. Pefia, "Report on the Bilingual Education Program," Title VII,

ESEA, National Conference on Bilingual Education (April 1972), pp. 221-224.

3. Albar A. Pena, Mari Luci Jaramillo et. al., "Bilingual Education," Today's

Education 64, No. 1 Oanuary-February 1975).

4. Mexican American Education Series, Report II, The Unfinished Education,

Outcomes for Minorities in the Five Southwestern States (October 1971), p. 7.

5. Ibid., p. 14.

6. Ibid., p. 38.

7. T. Yeomans, "Toward a Confluent Theory of the Teaching of English"

(unpublished dissertation. University of California, Santa Barbara,

1973).
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Appendix B

Severe Overageness

Percent of Pupils Two or More Years Overage

by Grade, State, and Ethnicity

Ethnic

Group

Anglo

Grade Arizona California Colorado

1

4

8

12

0.7

1.2

1.1

1.4

0.9

0.7

0.8

0.1

0.7

0.5

0.6

2.5

New
Mexico

0.4

2.7

2.3

1.7

Texas Total

0.7 0.8

1.3 1.0

2.1 1.2

4.9 1.4

Mexican
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OVERVIEW

In recent years, policies and practices determining the education of minority

language children' and those of limited or no English proficiency- have been

the subject of much debate. Forums for these debates have included schools,

communities, legislatures, courts, universities, and educational literature.

The literature abounds with: (1) the documentation of the under-

achievement of these children (children of Spanish-speaking background^ in

particular)" (2) the proposed program models for their instruction,^ and (3)

the methods and materials for improved language instruction.^ Though the

literature is neither exhaustive nor definitive with regard to even these areas

of performance and instruction, there are a number of areas in which the

literature is particularly sparse.

This study addressed the weakness of the research literature in two such

areas: the inattention to the historical and sociopolitical framework of the

issues of educating children of limited or no English-speaking ability,^ and

the absence of studies of more complex matters pertaining to institutional

language-of-instruction policy and the process of policy making* and policy

change. Specifically, this study looked at the sociopolitical and historical

background of policies determining the language of instruction for children

of limited English proficiency in New York City schools prior to 1972. It

also analyzed the impact of the resulting landmark legal agreement on

language of instruction and related policies implemented between 1974 and

1976. Policies related to the language-of-instruction policy that were

affected by the agreement and included in the study were: minimum

educational standards, parental rights, personnel, language assessment, and

finance.

In 1974 the Board of Education of the City of New York (the Board), a

school district with one of the largest concentrations of minority language

children in the United States, signed a landmark agreement with Aspira of

New York (Aspira), a Puerto Rican community agency. The agreement,

legally termed a consent decree,^ was an outgrowth of a suit brought by

Aspira and a class of children of limited English-speaking ability: Aspira of

New York, Inc., et al. v. Board of the City of New York et al. (Aspira v. Board of

Education, or Aspira)}'^ The consent decree required that by 1975 the Board

implement a bilingual educational program for "all children whose English

language deficiency prevents them from effectively participating in the

learning process and who can more effectively participate in Spanish"" in

every local school district in New York City. As a result of this agreement,

many changes in policies affecting the education of children of limited

English proficiency in New York City schools occurred, particularly during

the two years following the signing of the consent decree.

This study of Aspira v. Board of Education: (!) analyzed the complexity of

institutions and forces that were involved in determining language-of-

instruction policies and practices in New York City public school prior to

139
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the suit; (2) placed within a historical framework the efforts of two com-

munity organizations, Aspira and the Puerto Rican Legal Defense and Ed-

ucation Fund (PRLDEF), to change language-of-instruction policies; (3) re-

constructed the issues raised during the suit's litigation regarding the educa-

tion of children of limited English proficiency; and (4) summarized the

impact of the consent decree on specific policies related to the implementa-

tion of the bilingual program that was agreed to—including policies regard-

ing minimum educational standards, language assessment and grouping,

personnel, finance, and parental rights.

Aspira, the Organization

Aspira is a community agency that has as its goal the social advancement of

the Puerto Rican community through the education of its youth. Its focus is

on high school retention and college placement and retention—though

services that are indirectly associated with these also are provided.'^ Aspira is

the Spanish word for aspire. Founded in New York in 1961 by Antonia

Pantoja and other Puerto Rican leaders concerned about the community's

future,'^ the agency's operation originally was made possible by grants from

private foundations and corporations.'* Its services first were offered out of

one small office in Manhattan and later expanded to four borough offices."

In 1968 Aspira of America was founded, thereby establishing affiliated

offices in New Jersey, Pennsylvania, Chicago, and San Juan, with central

offices in New York City.'* Today, Aspira's major efforts depend on

government funding, though substantial funds are received from private

foundations and corporations."

Aspira has worked toward providing counseling, tutoring, financial aid,

parent workshops, cultural reinforcement activities, and a wide variety of

programs and services for Puerto Rican youths and their families." Through

the years, thousands of Hispanic students have taken advantage of these

services. In fact, Aspira has witnessed an increased need and demand for

these services."

The Suit

On 20 September 1972, Aspira filed suit against the Board of Education of

the City of New York, claiming that 182 thousand Puerto Rican children of

limited or no English proficiency enrolled in New York City schools had

been denied the right to equal educational opportunity^" by the Board.-' The

discrimination suffered by the class of children was alleged to have been a

function of their ethnicity and language." The Puerto Rican Legal Defense

and Education Fund (PRLDEF), attorneys for the plaintiffs, argued that

children of limited or no English proficiency were precluded from fully

participating in the learning process because they were unable to under-

stand their teachers or their texts.-' The PRLDEF claimed that the Board had

failed to provide any or adequate pedagogical programs or services to meet
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the children's special linguistic and cultural needs.^" Aspira petitioned the

court to order the Board to implement a bilingual education program,'^^ the

only program model that Aspira felt adequately addressed the complex

educational needs of the class of 182 thousand children.

The Aspira v. Board of Education consent decree, an agreement signed by

both parties on 29 August 1974, provided that the Board would: (1) imple-

ment the stipulated bilingual education program,^* (2) identify and classify

those children whose English language deficiency prevented them from

fully participating in the learning process and who could participate more

effectively in Spanish, (3) promulgate a policy of minimum educational

standards to all districts and high schools in the school system," and (4)

apply its maximum efforts to obtain the necessary number of teachers and

the funds required to implement the program by 4 September 1975, to all

children entitled to the program as defined by the decree.^' The consent

decree constituted a policy statement; however, the specific policies in areas

such as minimum educational standards, personnel, assessment, finance, and

parental rights were formulated (in some cases after consultation between

both parties)^^ during the two-year period following the signing of the

consent decree.

SIGNIFICANCE OF THE STUDY

Inasmuch as even the most conservative figures have placed the number of

minority language children in the United States at over 1.6 million, the

dimensions of the educational issues relevant to policies determining the

education of these children are substantial.'" Adding impetus to the nature

and scope of the debate on this policy issue have been developments in the

area of law and civil rights, which have included: (1) the 1970 guidelines of

the Civil Rights Act of 1964," (2) the 1974 Supreme Court decision in Lau v.

Nichols," and (3) the 1974 court-ordered consent decree resulting from

Aspira v. Board of Education. As a result of these developments, federal policy

now requires that hundreds of federally aided school districts throughout

the country with substantial numbers of minority language children^'* imple-

ment special educational programs that address their linguistic needs and

ensure their full participation in the learning process.'^ Noncompliance with

these federal regulations could result in the withdrawal of federal aid.'*

This study of selected factors related to language-of-instruction policies

in New York City schools prior to Aspira and the suit's history and policy

impact has the potential of contributing to the field. It offers school systems

involved in the process of planning or implementing programs an under-

standing of the complexity of legal and policy issues related to the educa-

tional rights of children of limited English-speaking ability. The study offers

a sociopolitical and historical framework within which to place these issues.

The study might also suggest to court officials the lack of efficacy of
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changing school systems through legal imposition of broad-based policies

that delineate the language of instruction for children of limited English pro-

ficiency without concomitant changes in other policy areas such as finance,

personnel, testing, and grouping.

For community-based interest groups, including parent groups, teacher

groups, and social-planning or advocacy groups, the study offers an analysis

of the roles played and strategies implemented by Aspira and other com-

munity interest groups in their efforts to use the courts to change educa-

tional policies. For potential plaintiffs, including children and their guardians

in other cities and states who feel that educational institutions are not

complying with their obligation to provide equal educational opportunity,

Aspira's experience may offer insights, alternatives, and precautionary con-

siderations from which to draw.

Finally, an analysis of the policy impact of the suit and the resulting

consent decree is important inasmuch as the consent decree has served as a

legal precedent and a pedagogical model for court officers, government

officials, and community and educational interest groups throughout the

country. Approximately 80 thousand children initially were identified as

eligible for the consent-decree program.'^ This is one of the country's largest

populations of children of limited English proficiency under one urban

educational jurisdiction.

METHODOLOGY

This study examined policy precedents and other factors which contributed

to the Aspira v. Board of Education of the City of New York suit and its impact on

policies and practices in educating children of limited English proficiency. In

reconstructing the historical background of the litigation, the study placed

the suit within the context of changing language-of-instruction policies in

the United States and Puerto Rico. It analyzed aspects of the Puerto Rican

community's experience on the mainland and the position taken by com-

munity interest groups on educational issues. The investigation then identi-

fied policy precedents for educating children of limited English proficiency,

particularly language-of-instruction policies on city, state, and federal levels

which predated the litigation.

The study presented policy issues within the context of the suit's litiga-

tion. Differences were analyzed in policy positions taken by Aspira, the

officials of the board of education, their legal counsel, and the court. The

bases for accommodation, negotiation, and the resolution of disputes were

discussed and documented. Finally, the study analyzed the process and

product of policy determination. These reforms were generated during the

first two years of the decree's implementation and were largely the result of

either court intervention or further negotiation and consultation between

the litigating parties.

In examining the differences in policy goals and means of implementa-
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tion recommended by the Board, Aspira, and at times, the court, the study

relied on an abundance of litigation documents, testimony, and reports

submitted to the court by both parties. These articulated the position taken

by the Board, its top administrators, and its legal counsel on the policy issues

studied. Interviews were also conducted with key individuals who, at

varying points, played a role in the process of policy reform and who, in

many cases, were not called upon to testify. Insight into the policy change

process was possible due to the author's access to the files of key individuals

and groups; particularly important were the confidential files of Aspira and

the PRLDEF. These contributed knowledge about personalities, strategies,

and confidential negotiations between the litigants. Such access is rare,

particularly in cases such as this where, at this writing, the suit is still in

litigation and the court retains jurisdiction over the consent decree's imple-

mentation.

Included in the records of Aspira and the Puerto Rican Legal Defense

and Educational Fund (PRLDEF) were internal documents and corre-

spondence between the litigants. In addition, there were internal board of

education documents pertinent to the education of children of limited

English proficiency in New York City schools which were obtained during

fact-finding, the discovery process, the interrogation of witnesses for both

sides, and from documents retrieved under writ of public information.

These and many other papers were often not entered into the court record

and were, therefore, inaccessible to the public. These materials, together

with the literature on the subject, the relevant newspaper articles of the

period studied, and personal interviews, made possible the reconstruction of

the history of the suit, the forces contributing to the policy change process,

and an analysis of the ultimate policy determinations.

The analysis of the causes and determinants of policy change in some

cases resists investigation that is based on controlled and rigidly defined

analytic models having as their goal inferential projections to other situa-

tions. As was evident in the policy change process studied here, the study of

policy change must provide for the consideration of: (l) the multiplicity of

variables which come to bear on a given problem in the field of education,

and (2) the complexity of government and public institutions and interest

groups which play a role in educational policy making. This analysis holds

special relevance to future research which seeks a better understanding of

the role minority groups and the courts have played as agents in the process

of policy change. It also provides insight into the process of policy deter-

mination and policy implementation. These are areas in which there is a

critical need for meaningful educational research.

The study has laid the groundwork for the next necessary step, a study

of the impact new policies have continued to have. These policy issues and

related variables, many of which have been considered here, must be

approached systematically in developing a research design to measure their

impact on the children participating in the program.
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CONCLUSIONS

The research summarized here drew the following conclusions:

1. Prior to Aspira v. Board of Education there were many complex forces and

factors operating on city, state, and federal levels which served, in

effect, as the case's social, legal, and institutional underpinnings.

2. Litigation brought by a Hispanic advocacy group with the goal of

changing existing educational practices was an effective policy change

strategy for a portion of the class of children of limited English profi-

ciency which it initially sought to represent.

3. Carrying out the litigation, consultation, and negotiation that the suit

demanded required the investment of substantial, sustained, and long-

term efforts on the part of the litigating parties for more than a four-

year period.

4. The suit resulted in policy reform and accommodation in areas in-

cluding minimum educational standards, parental rights, assessment,

personnel, and finance.

5. Had the consent decree incorporated more specific policy statements,

its implementation might have been expedited.

6. Aspira and the PRLDEF's consistent monitoring of the consent decree's

implementation resulted in 1976 in contempt proceedings and judicial

reviews which were effective in increasing the board's compliance with

the decree.

7. Had the PRLDEF not insisted on a court-ordered consent agreement

which included a timetable for implementation, the specific elements of

the bilingual education program to be implemented, and basic criteria

for personnel in the program, the program's implementation would

have suffered a serious setback between 1974 and 1976 as a result of the

city's financial crisis.

8. As a result of Aspira v. Board of Education, by the end of the 1975-76

school year, a broad-based bilingual educational program was in

operation in New York City public schools, serving over 58 thousand

pupils and involving over fifteen hundred bilingual personnel.

RECOMMENDATIONS AND REMAINING POLICY ISSUES

A number of recommendations which may have an impact on future policy

determination emerge from the study. These highlight the need for further

research, since the first critical years of the implementation phase of the con-

sent decree program have elapsed and there is a need for a longitudinal

study across all educational levels to investigate the effects of the consent

decree program. Factors to be considered include pupil achievement in
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subject areas, language development in both languages, program design,

program administration, and personnel. Other important questions to be

answered through systematic, long-range study include the following:

1. How effectively does the Language Assessment Battery (LAB) identify

children who do not fully participate in the educational process because

of lack of proficiency in English? This would include looking at the

educational experience of children who scored above the twentieth

percentile on the English LAB.

2. Are ethnic minority, bilingual teachers more effective than nonethnic

and monolingual teachers in educating minority language children, and

if so, to what extent and in what ways?

3. How do consent decree participants compare to those Hispanic children

who scored below the twentieth percentile in the LAB-English but

scored yet lower on the LAB-Spanish? These children were entitled to

the program.

4. How do pupils who opted out of the consent decree program (either by

choice or parental withdrawal) compare with students who participated

in the program?

5. How does the progress of students participating in magnet school

programs (those programs within a district that bring together children

who had been attending school in which there was not sufficient

number of entitled children to implement a complete program) com-

pare with the achievement of those children who attend neighborhood

school programs?

6. Why do parents withdraw their children from the program? Answers to

these questions are vital if future policies are to result in more effective

education of minority language children.

The Puerto Rican Community

The study has demonstrated that the Puerto Rican community, through a

variety of interest groups and policy change strategies many years prior to

the Aspira suit, sought to change educational policies determining the

language of instruction and other practices in public school in Puerto Rico

and the continental United States. In New York City the community was

only marginally successful. Though many bilingual educational programs

were implemented in the late 1960s, these addressed the needs of only a

fraction of children of limited English-speaking ability. Despite the growing

political power of the Hispanic community on a national level and increased

federal policies in support of bilingual education, it was not until the consent

decree was implemented in New York City schools that policy was changed

to encompass a substantial number of Hispanic children of limited English-

speaking ability.
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In three respects, however, the consent decree did not respond to policy

issues which Aspira of New York had intended to pursue. First, Aspira and

the PRLDEF brought the suit on behalf of 182 thousand children. Only 58

thousand who were described as having limited English-speaking ability

were ultimately entitled to the bilingual consent degree program. What

happened to the remainder of the class? These were children who Aspira

acknowledged had a knowledge of English. However, the agency main-

tained that because of the board of education's past failure to offer these

children access to educational materials and experiences, they had steadily

fallen behind their peers. Aspira felt that children in this category should be

offered a program that would compensate for this perceived inequality of

educational opportunity. Such a program would increase the pupil access to

educational experiences and materials, give Puerto Rican children the op-

portunity to catch up with their peers, and offer the pupils the opportunity

to participate in an enriched educational program which would strengthen

and further develop their competence in their first language. Aspira main-

tained that the only program which could meet these objectives was a

maintenance bilingual bicultural program. This program could not legally be

construed as a pupil's right, since education is not a right. The lack of

evidence and legal underpinnings for a case of liability rendered the issue

unpursuable through the courts.

The need to continue to scrutinize policies for educating Hispanic

children has recently been supported by a study conducted by the Educa-

tion Commission of the States, National Assessment of Education Progress

Project. It compared the achievement of Blacks, Whites, and Hispanics of

three age levels—nine, thirteen, and seventeen—from 1970 to 1975.

Specific skills studied were in the areas of science, mathematics, social

studies, and career and occupational development. The study found that

Hispanic students in the Northeast, with New York City students forming

the majority of this group, lagged behind Hispanic students in the West in

all but one area. The most critical deficits in achievement for Hispanic

students in the Northeast were in the areas of social studies and

mathematics, in which they scored eighteen and seventeen percentage

points respectively below the national average. This is alarming when one

notes that the sample studied included only Hispanic students who were

identified as English proficient. On a national level, Hispanics in the North-

east consistently scored below both Hispanics in the West and Blacks, in the

areas of science and social studies. In reading, this was also the case at ages

nine and thirteen. A commentary on the data incorporated in the report

concluded that

Hispanic students do not receive equal benefits from the educational

system of this country. The mere availability of public education is simply

not enough. . . . The data raise questions about the effectiveness of school

systems as they presently exist to meet the needs of minority students.
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According to the National Assessment data, the deficits in achievement

for Hispanos have not changed in the last six years. Hispanic students

appear no closer to equal benefits in 1975 than they were in 1971.^'

Aspira's position that maintenance bilingual bicultural educational pro-

grams may serve to equalize opportunity is only one of a few limited pro-

posals.^' While there is much resistance to bilingual education, educational

researchers and planners simply have not developed alternative approaches

that have demonstrated a positive impact. To obtain on the local level policy

reform that v\^ould encompass Puerto Rican children who are ineligible for

the consent decree program would require using other than litigation

strategies. These might include organizing efforts to bring about the reform

of administrative or legislative policies governing state compensatory funds

under Title I, Urban Education, and other education aid programs. This

would require scrutinizing and redefining such terms as giftedness. There

would seem to be a resistance to define bilingualism in any but a compensa-

tory context. Funds for the gifted, for instance, could encompass bilingual

children in the definition of the population eligible to receive these funds.

Gifted children's bilingualism would then be viewed as an asset and pro-

grams could serve to nurture bilingual skills.

Another strategy for community input in policy determination must

include the community's organizing efforts to obtain representation on

community school boards. This is an important mechanism for community

participation. Other powerful and influential groups, such as the United

Federation of Teachers, have organized and obtained influence through

school elections. Yet another strategy may require that the community

support empirical research in linguistics to determine whether children

suffer irreparable linguistic or cognitive handicaps when educated under

traditional immersion or English as a second language approaches.

The second policy issue that Aspira sought unsuccessfully to address

was the question of the right of Puerto Ricans to maintain the Spanish

language whether they are on the island or the continental United States.

Knowledge of English is viewed as necessary and desirable by the children,

parents, educators, and leadership in the New York City community. The

issue is not the desirability of one language as opposed to the other but

rather whether the Puerto Rican should be required to give up one for the

other. Aspira has taken the position that since Puerto Ricans are U.S. citizens

and since the official language of Puerto Rico is Spanish, educational policies

in the continental United States should more adequately reflect and respond

to these realities. Aspira has argued that mainland public educational

systems in which there are significant numbers of Puerto Rican children

should adopt policies that provide the opportunity to learn English effec-

tively while maintaining Spanish language skills. This policy issue, however,

is most directly related to the political status of Puerto Ricans and to the

nature of the agreement that established the commonwealth status of the
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island. For the Puerto Rican, the future resolution of this issue may more

appropriately lie on the federal legislative and political level rather than in

the courts.

The third area in which Aspira sought policy reform was reflected in its

goal to obtain a bicultural program for the class of children bringing the suit.

This study's research base related to biculturalism was too sparse to argue

that culture had to be a component of the remedy to which children were

entitled. The board of education strongly resisted the notion that it was

obligated to reinforce or even relate to the cultural heritage and ethnicity of

minority language children. The only agreement that both parties could

reach was that, wherever possible, the materials used in the program would

reflect the culture of the children and would avoid negative stereotyping.

The issue of whether public educational institutions should be required to

adopt policies that are supportive of maintaining a child's ethnic identity has

continued to be the subject of much debate. This controversy has emerged

most strongly on the federal level.

Another issue that must be addressed here is the viability of the courts

as mechanisms for ensuring the rights of minority groups. Though the suit

was effective in obtaining a bilingual educational program for children who
were being deprived of access to educational experiences and could, there-

fore, be viewed as an effective change agent, the question is whether the

community really has access to the court system, in light of the magnitude

of the cost of the litigation. In the Aspira case, for instance, how long can two

nonprofit community agencies like Aspira and the PRLDEF continue to

infuse, the funds, efforts, and resources necessary to remain abreast of the

program's implementation and to perform functions such as consultations

and litigation?* Though on two occasions the PRLDEF has been awarded

attorney's fees, these have not fully compensated the agency for its invest-

ment of resources in the suit.'" Neither has Aspira been compensated for any

of its efforts in bringing out the suit, maintaining a complaint system, re-

sponding to requests for information and orientation, monitoring com-

pliance with the decree, analyzing voluminous reports on the program sub-

mitted by the Board, or other functions associated with representing the

class of children bringing the suit. Aspira maintains that between 1970 and

1976 the agency has invested a substantial sum in carrying out responsi-

bilities related to the suit. To carry out the major efforts of program

monitoring, both Aspira and the PRLDEF continue to expend their limited

resources and to depend on the voluntary support of individuals and groups

in the field. These include teachers, students, administrators, parents, and

community organizations which act as a network of information. The law

does not provide a mechanism for reimbursement of expenses, other than

attorney's fees, to such nonprofit community efforts in civil rights litigation.

In addition, what leverage do the courts offer minority groups? How
meaningful are administrative or court threats to withdraw a school system's

federal aid? Such action would adversely affect the best interest of the very
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children whom agencies like Aspira and the PRLDEF seek to represent and

defend, inasmuch as they are often members of the population served by

federally aided programs. On the one hand, the notion that substantial

leverage can be wielded by withdrawal of what could amount to millions of

dollars in federal aid is supported by the controversial minority hiring plan

agreed to by the Office of Civil Rights (OCR) and the Board. On the other

hand, some districts have been prepared to lose federal assistance rather

than comply with OCR guidelines and regulations. District 1 refused to

accept Title VII funds in 1975-76 as part of a controversy over the imple-

mentation of the consent decree program.

It would seem, then, from a community perspective, that the courts are

a possible ally in policy change. However, there are many limitations to this

approach in terms of the community's access because of the financial burden

involved and because of the limitations in the purview and powers of the

courts. Courts most often make judgments based on the letter and

interpretation of existing laws and are reluctant to enter the pedagogical

decisions of school authorities. Finally, the courts are frequently in-

appropriate arenas in which to discuss the ideal programs and policies which

a community may seek to implement.

NOTES

1. The term minority language children includes all children who, as a function

of membership in a minority ethnic group whose culture is identified

and transmitted by one or more languages, speak a language other than,

but not necessarily to the exclusion of, English.

2. The term children of limited or no English proficiency, as used by the author

(and not necessarily in citations from other authorities), includes child-

ren whose first language is a language other than English and who
speak, read, write, or understand English to a limited extent or not at all.

3. The term children of Spanish-speaking background, as used by the author, is a

more specific yet inclusive term in that it refers to a particular minority

language group, yet it is more specific than such terms as Spanish speaking

or Spanish surnamed. Not all Spanish speakers belong to an ethnic

minority group. Similarly, not all Spanish-surnamed individuals are

necessarily of a Spanish-speaking background or ethnic group.

4. For the most recent national studies, see U.S., Commission on Civil

Rights, Mexican American Study, 5 vols. (Washington, D.C.: U.S. Govern-

ment Printing Office, 1971-1974); idem, Puerto Ricans in the Continental

United States: An Uncertain Future, October 1976 (Washington, D.C.: U.S.

Government Printing Office, 1976), pp. 92-133.

5. Theodore Andersson and Mildred Boyer, Bilingual Schooling in the United

States, 1 vols. (Austin, Tex.: Southwest Educational Development



150 / Santiago v

Laboratories, 1970); and National Puerto Rican Development and

Training Institute, "A Proposed Approach to Implement Bilingual

Education Programs: Research and Synthesis of Philosophical, Theoreti-

cal, and Practical Implications," photocopied material (New York,

1972).

6. Comprehensive bibliographies of materials include Center for Applied

Linguistics, A Bibliography of American Doctoral Disiertatiom in Linguistics^

1900-1964 (Arlington, Va.: Center for Applied Linguistics, 1968); idem.

Reference List of Materials for English as a Second Language (Arlington, Va.:

Center for Applied Linguistics, 1964, 1966, 1969); idem, Spanish and

English of United States Hispanos: A Critical Annotated Linguistic Bibliography

(Arlington, Va.: Center for Applied Linguistics, 1975); and William F.

Mackey, International Bibliography on Bilingualism, a computerized selection

of over 11 thousand titles (Quebec: Les Presses de 1' Universite Laval,

1972).

7. Meyer Weinberg, Minority Students: A Research Appraisal (Washington,

D.C.: U.S. Government Printing Office, 1977), p. 285.

8. U.S., Department of Health, Education, and Welfare, National Institute

of Education, Multilingual-Bicultural Division: Fiscal Year 1976 Program Plan

(cited from Aspira of New York files), p. 8 (hereinafter cited as NIE,

Program Plan).

9. The term consent decree is defined as an agreement "entered by consent of

the parties; it is not properly a judicial sentence, but is in the nature of a

solemn contract or agreement of the parties, made under the sanction of

the court, and in effect an admission by them that the decree is just

determination of their rights upon the real facts of the case, if such facts

have been proved." Black's Law Dictionar)/, 4th ed. (St. Paul, Minn.: West

Publications, 1968), p. 499.

10. Aspira of New York et al. v. Board of Education of the City of New York et ai, 11

Civ. 4002 S.D.N.Y. 1974 (MEF) (hereinafter cited as "Aspira" in

footnotes and as Aspira in the text).

11. Ibid., Consent Decree at para. 2 (S.D.N.Y. 29 August 1974), unreported

(hereinafter cited as "Aspira, Consent Decree").

12. Aspira of New York, Inc., Annual Report. 1965, p. 3.

13. Ibid., p. 1.

14. Ibid., p. 10.

15. Ibid., p. 10.

16. Aspira of New York, Inc., Decade of Achievement: ASPIRA Tenth Anniver-

sary (New York: Aspira, 1971), p. 10.

17. Aspira of America, Annual Report 1974-75 (New York: Aspira of

America, 1976), pp. 20-28.
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18. Though programs and services are designed expressly for Puerto

Ricans, any youth requesting such assistance is served by the agency.

19. Aspira of New York, Inc., Annual Report 1974-75 (New York: Aspira of

New York, 1976), p. 7.

20. Complaint at para. 1. 71 Civ. 4002 (S.D.N.Y. 20 September 1972) (here-

inafter cited as Aspira, Complaint).

21. The suit was initially filed by thirteen individually named children and

their guardians against authorities of their respective local school boards

and the Central Board of Education of the City of New York. A motion

was filed later that instituted the class action against the Board and all

community school boards in New York City.

22. Aspira, Complaint at para. 2. The "class of children" refers to those

children similarly situated to the individually named plaintiffs. Ibid., at

para. 4-9.

23. Ibid., at para. 37.

24. Ibid., at para. 2.

25. Ibid., at para. 66. The term bilingual education as defined by Bilingual

Education Act of 1967, Statutes at Large 81, sec. 703 (1968), U.S. Code, vol.

20, sec. 880b (1968) is "the use of two languages of instruction." Aspira

later defined bilingual education as "a program of instruction which

utilizes two languages in the curriculum which contains all four of the

following components: (1) first language is reinforced and developed;

(2) curriculum content areas are taught in a language the child fully

comprehends; (3) English as a second language is taught in a sequen-

tially structured program; (4) Puerto Rican culture is taught and re-

flected in all aspects of the curriculum." Plaintiff's Memorandum of Law

at 3-16, 72 Civ. 4002 (S.D.N.Y. 20 May 1974), unreported memoran-

dum.

26. Aspira, Consent Decree at para. 2.

27. Ibid., at para. 1.

28. Ibid., at para. 7, 10.

29. Ibid., at para. 11, which required that the Board "consult with plain-

tiffs with respect to the development of all items contained in the Con-

sent Decree." The term consultation is, of course, a vague one and the dif-

ficulties and limitations of Aspira's exercising this prerogative are dis-

cussed in Chapter 3 of this study.

30. NIE, Progi-am Plan, p. 3.

31. J. Stanley Pottinger, Director, Office of Civil Rights, U.S. Department

of Health, Education, and Welfare, "Memorandum to School Districts

with more than Five Percent National Origin-Minority Group



,JSfi\'f Santiago

Children, Subject: Identification of Discrimination and Denial of

Services on the Basis of National Origin." Federal Register, vol. 35 (25

May 1970), p. 11595.

32. Civil Rights Act of 1964, Title VI, Statutes at Large 68, sec. 252 (1964),

U.S. Coiie, vol. 42, sec. 2000d (1970).

33. Lau V. Nichols, 414 U.S. 563 (1974) (hereinafter referred to as "Lau" in

footnotes and Lau in the text).

34. Pottinger, DHEW, Memorandum, 25 May 1970, directed to "School

Districts with more than Five Percent National Origin-Minority Group
Children."

35. j. Stanley Pottinger, Summary in Lieu of Testimony, in U.S., Commis-
sion on Civil Rights, Hearing: New York, February 14-15, 1972 (Washing-

ton, D.C.: U.S. Government Printing Office, 1972), pp. lib-Ill.

36. Civil Rights Act of 1964, Title VI, Statutes at Large 6&, section 252 (1964),

U.S. Code, vol. 42, section 2000d-l (1970).

37. The remainder of the original class of 182 thousand children were not

found to be entitled to the consent decree program.

38. Education Commission of the States, National Assessment of Educa-

tional Progress Project, Hispanic Student Achievement in Five Learning Areas:

1971-1975 (Washington, D.C.: U.S. Government Printing Office, 1977),

p. 31.

39. There are many models for bilingual education. However, in terms of

other models for educating children of limited English proficiency, the

two other approaches which have been implemented and tested

broadly are English as a Second Language (ESL) and language

immersion programs. Neither could be shown effective in educating

Puerto Rican children in New York City schools.

40. An appropriate reminder here is that the legal process is demanding of

plaintiffs in this type of case in that the burden of proof is on them and

also because the courts are generally reluctant to interfere in public in-

stitutional authority unless "substantial" wrong is demonstrated.

41. 65 F.R.D. 541 (S.D.N.Y. 1975), and Aspira, Contempt Opinion, at I>i

and at ii.; and interview with Peter Beinstock, Attorney, Puerto Rican

Legal Defense and Educational Fund, New York, 4 November 1977.
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